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Abstract  
This project aims to analyse how the presence of national languages in the traditionally Portuguese 
instructed Mozambican educational system influence the pupils’ linguistic identity. Furthermore, it 
discusses the role of languages in society and whether or not mother tongue-based bilingual 
education can be seen as a decolonising initiative. This may not seem very problematic at first 
glance, but if one is to look closer at this, one will realise that this contains several issues including: 
the concept of mother tongue, the linguistic difference between the urban and rural areas and the 
aspect of decolonisation. When these tie together, they make the problematised question of 
language hierarchy, which is investigated in this project. This investigation is carried out using 
theories on the concept of Mother Tongue by Tove Skutnabb-Kangas, Linguistic Identity by Eric A. 
Anchimbe, Nativisation by Gregório Firmino and Decolonisation by Ngũgĩ wa Thiong’o. The 
project is designed so the reader first will gain background knowledge of Mozambique and the 
educational situation of the country. After this the different theories are presented, which is used in 
the analysis and finally debated in the discussion of whether the implementation of the national 
languages in the traditional Portuguese instructed educational system can be seen as a decolonising 
initiative. The conclusion of this project stays two faceted, as it in a compressed form, can be seen 
as a decolonising initiative as well as, on the contrary, a way of enhancing the competence of 
Portuguese and thus is a considered preference of Portuguese legacy. In that sense if one can accept 
bilingual education as a step closer to the breaking of the linguistic hierarchy inherited from the 
colonial era it can be considered to be a decolonising initiative in spite of its limitations and in 
comparison with the monolingual education. If not, it is merely another inclination to uphold the 
colonial language and what comes with it. 
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1 Dimensions	  
1.1 Text	  and	  Sign	  
We are using Text and Sign as we interpret the questionnaires. One of the goals of the analysis 
undertaken has been to examine the responses of the pupils. This has been done in order to get an 
overview of their attitudes towards Portuguese and the national languages. To understand the 
responses we have contextualized them in order to interpret them with a deeper background 
knowledge. We have furthermore introduced theories on linguistic identity that we have applied in 
our analysis. These theories have been chosen because they are specific to the pupils’ postcolonial 
and multilingual context. 
 
This postcolonial and multilingual context is Mozambique. Mozambique had been a Portuguese 
colony for around 500 years. This obviously means that Portugal has affected Mozambique in 
numerous ways, and most relevant to our project in a cultural sphere. The clash between the African 
and European culture has created obstacles. One of these such clashes may be seen in language. 
Although this clash is not necessarily explicit, as it is fought within the internal sphere of the 
subject, it is projected through certain indicators in the language. It is these indicators that give us 
the opportunity to explore the effects of the postcolonial multilingual context. 
 
1.2 Subjectivity	  and	  Learning 
The focal point of this investigation is how the pupil's Linguistic Identity is affected by the presence 
of indigenous languages in the schools of the case study. This is in comparison to the monolingual 
schools with Portuguese instruction and how the pupils perceive vernaculars differently as a result 
of this. 
The interplay between language and identity becomes relevant in the theories on Linguistic Identity 
that we use to investigate how the child identifies itself through language. Using these theories to 
properly categorise the pupil’s experiences and attitude in the questionnaires. This information we 
can use to discuss and conclude whether there is a language hierarchy still present in Mozambique 
from the colonial era still affecting the pupil’s identities. 
In relation to this a noticeable scholar to mention when speaking of subjectivity is Ngugi wa 
Thiong’o whose theory on decolonisation is very much focused on how colonialism affects the 
subject, and more specifically children in educational settings. These theories helps us to understand 
how these pupils are affected by the fact that they are living in a post-colonial country, and how that 
 6 
call for careful and conscious needs from the teachers in order for the pupil to defeat the colonial 
heritage that is still present in society. 
As our research revolves around the breaking of colonial heritages in order to understand the 
subject’s we also devote some pages for the historical context of the society they live in, in order to 
understand their heritage and environment. The historical context is thus a more of an explanatory 
requirement to perform our investigation to best as possible understand the situation of the subject. 
When it comes to the aspect of learning this becomes relevant as we are working with an 
educational context, and how what the subjects are presented to in this context affect their linguistic 
identity. This might be more indirectly present in the investigation but had it not been an 
educational setting we were performing our investigation in, the project had looked much different 
as a learning settings purpose is directly to influence its’ subjects. Furthermore there is a fine line 
between how Subjectivity and Learning and Text and Sign intertwine as one could argue the 
theories of Linguistic Identity are a combination of the latter.  
2 Introduction 
2.1 The subject 
This project aims to analyse how the presence of national languages in the traditionally Portuguese 
instructed Mozambican educational system affects the pupils’ linguistic identity. In 2003 bilingual 
education was introduced in Mozambique when national languages were implemented as mediums of 
instruction in the educational system for the first time. Up until this time, the only medium of instruction 
in education was Portuguese which was introduced by the Portuguese colonisers. 
The project is a case study of pupils from three different schools in Mozambique who attend both 
the monolingual and bilingual programs. To acquire a broader perspective, the project discusses the role 
of languages in society and whether or not mother tongue-based bilingual education can be seen as a 
decolonising initiative. 
2.2 The problem area 
2.2.1 Problem structure 
The majority of Mozambique’s population do not consider the official language, Portuguese, to be their 
mother tongue (Chimbutane, 2011: 37). In fact only around 50% of the population even speak the 
language (Ibid). Portuguese was, up until 2003 when bilingual education was implemented, the only 
medium of instruction in postcolonial Mozambique’s educational system (Ibid: 50). 
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When we started this project, we assumed that the implementation of mother tongue based 
bilingual education was an initiative to create equality among the languages in Mozambique. This 
would offer a higher quality of education to pupils who do not have Portuguese as their mother tongue 
and to give the indigenous languages a new dimension within society. We furthermore assumed that this 
was considered a positive initiative by the vast majority of the population.   
But as it turns out, it is not that simple. Several different factors come into play: the concept of 
mother tongue, the linguistic difference between the urban and rural areas and the aspect of 
decolonisation. These make it a very complex problem with many different aspects to take into 
consideration when we try to examine how this situation affects the pupil’s linguistic identity and 
weather bilingual education is a decolonising initiative.   
 
Our investigation is centred around three schools in Mozambique - one urban school in the capital city 
Maputo and two rural schools located in Maputo province. Our investigation originates in the study 
conducted by Sarita Monjane Henriksen in the three aforementioned schools in 2008. We base our 
analysis on the pupils’ answers to the questionnaire from Monjane Henriksens’s PhD.   
 
2.2.2 Documentation 
The project is built on the thesis that Portuguese culture has become a dominant part of Mozambican 
culture. This is especially seen in the Portuguese language’s status as the official language of 
Mozambique, and hence in the fact that Portuguese is the language in which the educational system is 
founded. Because of this, Portuguese still possess a dominant status and is to a certain extent higher 
valued than the national languages. 
This is visible in the actions of the parents participating in Monjane Henriksen’s study, who 
choose to put their children in the monolingual program even though the bilingual program is offered 
too. This is because they view Portuguese as the language of the future. We expected that the pupils 
grow up with a stigmatisation of languages which makes them value the national languages (their 
mother tongues) less than Portuguese. Therefore we anticipated that the promotion of indigenous 
languages in the educational system could be seen as a decolonising initiative.  
 
To investigate this complex problem with the point of departure in this thesis, we have used different 
theories. Since the project revolves around the concept of mother tongue a definition of the concept is 
needed. We chose to use the theories of Tove Skutnabb-Kangas (2000), who defines the term under four 
categories of Origin, Identification, Competence, and Function. 
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The criteria of Origin refers to the language one has learnt first, or the first person one has made 
linguistic contact with. The criteria of Identification points to the language one identifies with, or is 
identified with by others. Competence refers to the language one knows best, and Function is the 
language one uses the most. These definitions can be used to acquire an understanding of how people 
whom are dealing with various languages relate to them and how the concept of mother tongue is 
recognised in the educational system. 
  
Additionally, Eric A. Anchimbe’s (2007) theories on Linguistic Identity are used in the analysis. The 
concept of Linguistic Identity refers to the identity that is expressed depending on which language one 
uses in a given setting. Two of Anchimbe’s theories are used in the project, these go under the names of 
Linguabridity and Identity Opportunism and Fluctuation. 
A subject's choice of language in terms of the concepts of survival and pride in a multilingual 
society is described by Identity Opportunism and Fluctuation. The concept of survival describes the 
choice of identifying with a language in order to benefit from the socio-economic advantages it may 
provide. While the aspect of pride refers to the choice of speaking the language of one’s roots 
irrespective of the socio-economic advantages one may miss out on. In order to benefit from both 
linguistic environments the subjects fluctuate in their linguistic identities.  
Linguabridity is a combination of the two words ‘linguistics’ and ‘hybridity’, and refers to 
children who are faced with more than one language in their everyday lives. They therefore create a 
hybridised identity that incorporates the various languages that the child is faced with. 
 
To describe the aspect of colonisation, in relation to language and identity, we use the theories of Ngũgĩ 
wa Thiong'o (1981). These theories explore the idea that the former colonisers language is damagingly 
intrusive. It argues that the language oppresses the subjects as it steals from them their culture and 
forces a new culture upon them, hence the term Culture Bomb or Colonial Alienation. To describe the 
process of how colonial alienation occurs Thiong’o presents the theory of language having a dual 
character: Language as a Communication and Language as a carrier of Culture.  
Thiong’o argues that colonial alienation causes the subject to question his/her self worth, and thus 
encourages for the decolonisation of the mental universe of the colonised to be the way forward.    
 
Nativistion describes the alterations of a language made in order for it to become specific to the 
indigenous people. These alterations make the language more relevant to the culture and lifestyle of 
those who have had to accept an exogenous language. This theory is presented by Gregório Firmino 
(2011). 
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2.2.3 Interest 
The reason for undertaking this study is grounded in the overall question: how can one language be seen 
as superior than another? This creates a wave of additional questions.  
 In the case of Mozambique, the language we had expected to be considered superior was 
Portuguese which is the official language and the language of higher education. This idea has lead to our 
investigation of whether linguistic hierarchy actually exists in Mozambique, and if so what is it that has 
initiated it? In the same vein, how does this hierarchy affect the linguistic identity of the subjects? 
Additionally, we have been inspired to investigate which factors may create an equilibrium between the 
languages. 
 
2.2.4 Problem formulation 
This project originates in the following problem formulation: 
How does the presence of indigenous languages in a traditionally Portuguese instructed education 
system affect the pupils’ linguistic identity in post-colonial Mozambique? 
The aim of this problem formulation is, as mentioned earlier, to investigate how the subjects linguistic 
identity is affected by the different languages present in a post-colonial multilingual society. The 
theories presented by Skutnabb-Kangas, Anchimbe, Firmino and Thiong’o will be the basis for both the 
analysis of the pupil’s answers to the questionnaires and the discussion of whether bilingual education 
can be seen as a decolonising initiative or not.    
 A limitation in the problem formulation may be that we have had to leave out the topic of 
globalisation. The reason for choosing not to include globalisation in the project is that the discussion of 
whether bilingual education grounds in decolonisation or globalisation is an in depth study of its own. 
Because of this, we have chosen to focus on the aspect of colonisation and how its remnants affect the 
subject’s linguistic identity.    
 
2.3 Methodology 
In order for the reader to understand our approach to the topic we will present our working questions, 
the material we have chosen to base our project upon and our methods. 
2.3.1 How to explore the problem formulation 
To further outline the problem formulation we have chosen to divide it into more specific working 
questions. The questions are presented below: 
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• What determines the pupils’ linguistic identity? 
• Which attitudes towards the languages are presented in the interviews? 
• Can the presence of indigenous languages in Mozambique’s educational system be considered a 
decolonising initiative? 
These questions will guide us through the project, while at the same time ensuring coherence. They will 
be addressed within the different sections of this project. 
2.3.2 Material: What, why and how 
We have chosen to work with different material in order to achieve as specific knowledge as possible. 
Therefore, we base our theoretical framework on different scholars that are working within the field of 
postcolonialism, language, identity and education. The theoretical framework supports our 
understanding of how the former colony has been affected by the colonial period - specifically when it 
comes to language, identity and education. Furthermore, it brings up a discussion about whether mother 
tongue- based bilingual education is a decolonising initiative. The theoretical section therefore 
represents the essential elements that have shaped our approach towards the topic.    
 
In the process of choosing which scholars to base our theoretical framework on, we were aware that 
various scholars presented different and sometimes opposing perspectives on the situation. Therefore, 
the scholars used in the project are a selection of the ones that we considered most relevant to support 
the aim of our project. One significant characteristic of the scholars is that the majority of them originate 
from countries that have been affected by colonialism. This real life experience strengthens their in 
depth and sincere writing. However, because of  this emotional attachment to the topic, their writing 
may express one-sidedness at times.   
 
We are using Eric. A. Anchimbe’s theories about linguistic identity in our investigation of what 
characterises the postcolonial subjects language situation. Anchimbe is an Assistant Professor of 
Modern English Linguistics at University of Bayern. He holds a PhD in English linguistics from the 
University of Munich. His work mainly revolves around language and identity in postcolonial spaces. 
We use his book called ‘Linguistic Identity in Postcolonial Multilingual Spaces’ (2007), in which he 
explores the theories about Opportunism and Fluctuation and Linguabridity. 
Another scholar we use to acquire an understanding of the language situation of multilingual 
people, is Tove Skutnabb-Kangas. She is a dr.phil. from Roskilde University. Her work mainly revolves 
around linguistic human rights, multilingualism and education. We will use her definitions on mother 
tongue in order to obtain a higher understanding what mother tongue is, and how it relates to different 
people.  
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In order to look at different approaches towards the current language situation in a postcolonial country 
and the possible future paths for these languages, we have chosen to use two opposing scholars. These 
scholars represent the theories about decolonisation and nativisation. 
Ngũgĩ wa Thiong’o is a Kenyan writer and a prominent figure in post-colonial linguistic studies. 
As an indigenous child he experienced first hand how he abandoned his native language to practice the 
language of the colonisers, English. His book ‘Decolonising the mind’ is Thiong’o’s parting from 
English and dedication to his native languages.  His book is based on this decision and the experiences 
and theories behind it.  
Gregório Firmino presents the theory of nativisation. He is a Mozambican linguist and is thus 
particularly relevant in our study as he accounts for the specifics of nativisation in Mozambique itself.  
 
2.3.3 The main material 
Our main aim, from the beginning, was to investigate the current language situation within the 
educational system in a postcolonial multilingual country. Many countries were of relevance for our 
investigation, we chose Mozambique because it suited our interests and because we found it fascinating 
that bilingual education in Mozambique had been implemented fairly recently. 
Our initial thought was to find official language policies within the education sector when 
searching for our main material. These policies would enable us to analyse the language situation that 
counted for all of the schools in Mozambique. We spent a great deal of time working with this initial 
approach of using the language policies as our main material. However, when we at last found out that 
the language policies did not exist, we had to reconsider our approach. 
At first we considered to do our own case study based on some schools in Mozambique but 
unfortunately we were not able to go to Mozambique to do the research ourselves. Therefore, we 
decided to use preexisting research from Mozambique. This research eventually became our main 
material that we settled on. We retrieved the research from a PhD by Sarita Monjane Henriksen called 
“Language Attitudes in a Primary School: A Bottom-Up Approach to Language Education Policy in 
Mozambique”. 
 
As Monjane Henriksen states in the introduction of her PhD, her main aim was to investigate the 
different attitudes of pupils, teachers and school administrators in two rural schools, one monolingual 
and one bilingual, and one urban school that is monolingual. The reason for investigating both rural and 
urban schools, is to be able to find out whether there are any significant similarities or differences 
between the attitudes in the two different areas. Moreover, Monjane Henriksen investigates the attitudes 
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of the rural parents and education professionals, to detect their opinions about the various languages 
used as mediums of instruction or as a subject within the educational system. She uses this investigation 
to acquire an understanding of how the different actors in the Mozambican society view the current 
choice of language within the education system in Mozambique. Thereafter, she uses this understanding 
to be able to suggest an appropriate language education policy. 
 As mentioned, Monjane Henriksen, bases her PhD from 2010 on a research that she made in 
Mozambique in the period of May to June in 2008. The research is formed around questionnaires and 
interviews which were conducted in the urban schools called Mahubo and Mudada in Maputo Province 
and in the rural school called 3 de Fevereiro in Maputo city. In total 236 people were involved in the 
study consisting of 218 pupils, 12 teachers, 4 parents and 2 educational professionals. 
Monjane Henriksen states that she chose to do a questionnaire survey because of her 
expectations of getting several attitudes from the pupils and the teachers. For the parents and the 
educational professionals she chose to do face-to-face interviews which gave those participants the 
opportunity to express themselves perhaps more freely. 
 
The data collection tools had to be translated into Portuguese in order to make it comprehensive for the 
participants as the PhD was originally written in English. Additionally,  the translation was a result of 
Portuguese being the legitimate language used for the conduction of the administrative business of 
Mozambican schools (Monjane Henriksen, 2010: 124). The parents’ interview questions, that were only 
conducted in the rural area, were translated into Xironga (a national language in Mozambique) due to 
the fact that the parents were not fluent in Portuguese. In the rural school there had to be a translator, 
that could translate the questions from Portuguese to Xironga, and the answers from Xironga to 
Portuguese. 
 
For the pupils’ questionnaires in the rural schools, Monjane Henriksen chose to investigate the pupils in 
grade 5 and grade 6 that were in the age range of  9 to 15. The decision of choosing this age-group was 
based on the realisation that the pupils would have had five or six years of mother tongue-based 
bilingual education. This stage was estimated to be the most suitable to assess their attitudes towards the 
various languages as well as their standard of Portuguese and the National Language. As the pupils’ 
questionnaires from the urban school were implemented for comparative reasons, the pupils that 
participated were between the ages of 10 to 13 years and attended grade 6. 
 The pupils’ questionnaires consisted of open-ended and closed questions. They mainly revolved 
around which languages the pupils used in the various contexts, which languages the pupils prefered to 
use and learn, and their view on the various languages in terms of importance and appeal. 
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 The teachers’ questionnaires were also open-ended and closed. The questions mainly focused on 
the teachers’ view of the mother tongue as a medium of instruction, the teachers’ perception of the 
communities reaction on the bilingual education and how it affects the pupils’ motivation and 
competences overall. 
 The interviews with the parents revolved around the considerations made by the parents when 
deciding the medium of instruction for their children and also on the views of Portuguese and the 
national languages. 
As we will not be using the questionnaires from the educational professionals and the school 
administrators we will not present the focuses of these.   
 
2.3.4 How we use the main material 
Using Monjane Henriksen’s questionnaires and interviews to base our projects on, it is important to 
state what we can get out of the responses and how we use them in comparison to how Monjane 
Henriksen uses them.   
 As mentioned above the aim of the questionnaires and interviews is to enable the author to 
suggest a suitable language policy for the Mozambican education system. As we understand, the 
problem that the author attempts to solve in her PhD, is the same as the problem that we bumped into 
when realising that there was a lack of an official language policy within the education system in 
Mozambique. However, since we modified our approach, the aim of our project is somewhat different 
from the aim of the PhD. The main aim of our project is to investigate the linguistic identity of the 
subjects in Mozambique and discuss whether the implementation of the national languages in the 
educational system is a decolonising initiative. Therefore, we use the questionnaires and the interviews 
in a somewhat different way, in that we apply the above mentioned theories on the findings from the 
questionnaires and the interviews. We do this in order to be able to understand the situation from a 
postcolonial point of view, and to bring up the discussion about language and decolonisation. It is 
therefore important to state that the questionnaires and the interviews presented in our project are a 
selection of the ones that we considered to be most relevant for our approach. 
  
2.3.5 Limitations 
First of all we will mention some of the limitations that were presented in the research material. After 
that we will present what has limited our project. 
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 One of the main limitations in the research is that it only takes place in Maputo province which 
is located in southern Mozambique. One can imagine that the findings would have been different if the 
investigation would have been based on more widespread research. 
Another limitation is that the research only lasted for two months, and because of this time 
frame some important factors or characteristics might have been left out.   
 
According to Monjane Henriksen the language competence of the pupils was also a limiting factor since 
57 out of the 218 questionnaires were not entirely useable due to the fact that a great amount of the 
children were not able to write full responses in Portuguese. Because of this, the answers that are 
presented might not represent the reality of the pupils attitudes as many answers were incomprehensible. 
 
For us the greatest limitation has been the fact that we were not able to conduct the questionnaires and 
interviews ourselves. Had we been able to so, we would have constructed the questions so that the focus 
would direct more precisely towards the aim of our project. Since this was not possible, we had to use 
the research in the most constructive way possible. Therefore, we have selected the responses that we 
consider to be most relevant for our project. Even though this selection itself may be seen as a 
limitation, we considered this method to be the most profitable. 
Another major limitation is that the questionnaires and interviews that we use are not the 
original documents. They have already been edited and put together into the PhD and therefore the 
author might have emphasised some findings, while leaving out others. 
 We find the division between the responses from the the rural and the urban area very relevant 
for our investigation. But the fact that the responses from the bilingual and the monolingual schools are 
mixed is a significant limitation for us since our initial aim of using the questionnaires was to see 
whether bilingual education would change the attitude towards the various languages present in 
Mozambique. 
 
2.3.6 Reader’s guide 
In the second chapter the project is introduced by the Introduction and the Methodology sections. In 
these sections the aim of the project, the theories and theorists, our motivation and the problem field are 
presented as well as our concerns regarding the project limitations and methods. 
 
Chapter three is a short introduction to the country of Mozambique. This chapter includes a very brief 
overview of the country’s history and factual information about the current situation in Mozambique. 
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The aim of this chapter is to introduce the reader to Mozambique briefly and by this set the scene for the 
project. 
This chapter also includes a brief overview of the Mozambican educational system. This section 
contains a historical review of the educational system, and its development from the beginning of the 
colonial period up until the current stage of the education system. Incorporated in this is also a review of 
the monolingual and bilingual educational programs, and under this a description of the Transitional 
Model which is the model practised in Mozambique. 
 
Chapter four brings in the aspect of decolonisation by bringing in the concepts of neocolonisation and 
modernisation. The chapter discusses linguistic decolonisation by presenting theories of Ngũgĩ wa 
Thiong'o and Gregório Firmino, as approaches to handle the language question in post-colonial Africa.   
 
Hereafter the concept of Linguistic Identity is explored. This chapter deals with the concept from the 
approach of the theorists Eric A. Anchimbe and Tove Skutnabb-Kangas. Anchimbe’s theories are used 
to look into the concept of Linguistic Identity, while Skutnabb-Kangas’ theories are applied to the term 
mother tongue. 
This leads us to the analysis in chapter five. In this chapter the aforementioned theories are 
applied to the pupils’, parents’ and teachers’ answers. Among others, the analysis includes paragraphs 
looking into the aspects of Survival and Pride, Linguabridity and the notion of Portuguese as the 
language of education.        
The above mentioned chapters lead to the discussion of whether the implementation of national 
languages in the educational system can be seen as a decolonising initiative in chapter six. This is done 
by looking at the analysis and the theories critically. The conclusion is found in chapter seven.     
2.3.7 A note to the reader 
It should be noted that when referring to the languages in Mozambique, other than Portuguese, several 
terms are used. This is due to the fact that the various scholars have used different terms such as: Bantu 
languages, African languages, national languages and indigenous languages. Since these languages have 
the status of being the national languages of Mozambique, we have chosen to primarily use this term 
when we refer to the Mozambican languages in the project.  
 Another thing to be noted is that the concept of mother tongue is sometimes referred to as L1 in 
the questionnaires that we use. The reader should therefore be aware that appearance of L1 in the quotes 
from the questionnaires is equivalent to mother tongue. 
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3 Mozambique 
3.1 Introduction to Mozambique 
Mozambique, officially The Republic of Mozambique (but in this paper referred to as just 
Mozambique), is an African country placed in south-east Africa, bordered by South Africa, Zimbabwe, 
Zambia, Malawi, Swaziland and Tanzania. The capital and largest city is Maputo located in the south of 
the country. Mozambique has 25.85 million inhabitants, and of these more than 50% are in the school-
age (5-24 years) (Lopes, 2004: 162). The official language is Portuguese but approximately 20 Bantu 
(African) languages are spoken within the country. In 2007 85.3% of the population was reported to 
speak a Bantu language as their first language, while only 10.7% spoke Portuguese as their first 
language (Chimbutane, 2011: 37). 
 
The Mozambique we know today was established in May 1891 as a result of British-Portuguese 
negotiations (Newitt, 1995: 31). However, the area had been populated long before this. Vasco da Gama 
arrived in 1492 and was the first european to explore Mozambique. The country was colonised by 
Portugal from 1505 until June 25th 1975, when the country gained independence (Ibid: 541). 
 
The colonial rule in Mozambique was based on racial stratification, authoritarianism and social 
injustice. In the late 19th century a legal system was introduced that aimed to separate ‘civilised’ 
Europeans and ‘uncivilised’ Africans (Chimbutane, 2011: 33). During this period of time the indigenous 
people had low social status, low wage jobs and were under direct control of local chiefs. On the other 
hand, the Europeans enjoyed great social and economic status (Ibid: 34). Due to the need for skilled 
labour, the Portuguese created another class between the Europeans and the indigenous. These were the 
assimilados, who were indigenous people with a certain level of education. They qualified for 
Portuguese citizenship if they fulfilled certain requirements including giving up “black habits” (Ibid). 
 
From 1977 to 1992 the country was tormented by a civil war (Newitt, 1995: 574) . The civil war was 
between the two different political groups (Chimbutane, 2011: 35), Frelimo and Renamo. Frelimo 
(Frente de Libertacão de Mocambique) an anti-colonial nationalist group, under leadership of Eduardo 
Mondlane, was founded in 1962 in Tanzania (Ibid: 34). Frelimo started their armed campaign for 
independence in 1964. 
When the country gained independence in 1975, Frelimo founded a one-party socialist state 
following a Marxist-Leninist belief with Samora Machel as the country’s president (Ibid). In resistance 
to this, Renamo (Resistencia Nacional Mocambicana) was formed. The reason for this as stated by 
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Renamo itself, was that the creation of Renamo must be seen as a response to Frelimo’s communist 
based actions including disdainfulness for traditions (e.g. social structures)  (Ibid: 35). Renamo must 
therefore not be seen as a political movement but rather as a movement of resistance (Newitt, 1995: 
564). 
 
In 1990 after the civil war had taken nearly a million lives, the Frelimo government started peace 
discussions with Renamo. They introduced a new constitution which included a multi-party political 
system. The peace discussions ended with the Rome Peace Agreement in October 1992 (Ibid). In 1994 
the country held its first democratic political election. Frelimo won and Joaquim Chissano was made 
president (Ibid: 36). 
 
Since the end of the civil war in 1992 the economy of Mozambique has advanced greatly (Danish 
Foreign Ministry). The income per inhabitant has more than doubled, and since 2003 the average yearly 
national economic growth is almost 8%. This has placed the country in the top 3 regarding economic 
growth in Africa (Danish Foreign Ministry).    
 
3.2 Brief introduction to the educational system 
When we think of education, we tend to think of classroom education in maths, languages and so forth, 
it is important to acknowledge that there is more to education than this, as Netwitt states: “[...] 
education is essentially the way in which a society prepares the younger generations to perform a useful 
function in society. It is also a way in which a community perpetuates its mythology and, through that, 
it’s systems of values and societal control” (1995: 438). Keeping this in mind, the existence of 
education in Mozambique dates back, long before the arrival of the Portuguese and the first 
missionaries. When referring to the Mozambican educational system and education overall in this 
project we describe classroom education and the states educational system. 
The focal point of this project is the current education situation in Mozambique which was founded 
during the Portuguese rule in Mozambique. This section will thus explore education during the 
Portuguese rule and the development of education Mozambique undergoes.   
 
3.2.1 Education during the Portuguese rule 
During the Portuguese rule, which lasted from 1505 to 1975, education in Mozambique changed in 
several ways. At the beginning of Portuguese rule, education was traditionally provided by the Catholic 
church. Catholic schools were established in different towns from the beginning of the 17th century 
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(Newitt, 1995: 439). The aim of this education was to “civilise” the indigenous children through God’s 
word (Chimbutane, 2011: 46). The majority of Portuguese children in Mozambique were sent to 
Portugal or Goa to be educated because at this point there were no major educational institutions in 
Mozambique (Newitt, 1995: 439). As a consequence of this, the majority of the indigenous people of 
Mozambique were illiterate.         
 
At the end of the 19th century it was decided, in Lisbon, that the education situation in 
Mozambique  (and the other Portuguese colonies) should be addressed. This led to the introduction of 
the concelhos de inspectores de instrução publica, a public education inspection council. In reality the 
effect of the council was barely visible (Newitt, 1995: 439). At the same time, the Portuguese came to 
realise the need for educated labour in Mozambique. Thus, In the beginning of the 20th century, the first 
step towards a more comprehensive education system was taken. 
In 1907 a girls’ and a boys’ primary school was established in Lourenço Marques (now 
Maputo), and for the first time legal framework was provided (Ibid). All schools had to be authorised 
and the teachers “had to submit to an examination in the presence of the governor, administrator of the 
circumscription and capitãles-mor or comandante militar” (Newitt, 1995: 439). A major problem was 
that those who were to authorise the teachers often were themselves poorly educated (Ibid). 
 
In 1918 a secondary school formed by the Government was set up in Lourenço Marques. During the 
1920s the number of pupils attending increased greatly from 69 pupils to 208 pupils in 1930 (Newitt, 
1995: 440). The division included: 164 Europeans, 26 Indians, 17 of mixed race and 1 African girl 
(Ibid). In total there were, at this time, 326 schools in the country. Unfortunately, the places to study 
were very centralised and mainly in the southern parts of Mozambique, where the capital city Maputo is 
located, as well as in the districts of Inhambane and Lourenço Marques (Newitt, 1995: 440). Out of 87 
foreign mission schools 75 were located in these areas, and 62 out of 145 catholic schools were located 
in the south too (Ibid). This meant that the development regarding education in Mozambique was 
uneven.    
 
However, according to Belchior (in Mazula, 1995 in Chimbutane, 2011: 46), formal education was not 
provided until the 1930s, starting with the implementation of the Estado Novo in 1926, and the creation 
of an official education department in 1932 (Newitt, 1995: 440). Estado Novo was a cooperation 
between the catholic church and the Portuguese state. The system was divided into two types of 
education: 
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Ensino oficial meaning official education made for non-indigenous children (children of western 
settlers) and assimilados - a group of higher educated indigenous people 
Ensino rudimentar meaning rudimentary education for the indigenous children (Ibid). 
Portuguese was the only medium of instruction - African languages were only used for religious 
purposes. The reason for this, was the fact that the purpose for the rudimental education was to give the 
indigenous pupils elementary knowledge and Portuguese values (Chimbutane, 2011: 46). The official 
education was, as mentioned before, created for the non-indigenous children. The aim of this type of 
education was to create a well educated class, and to prime these pupils by keeping colonial state 
interests in mind (Ibid).      
 
Until the 1950s only 24% of the children fit for primary education attended these institutions.  Like in 
many other colonised countries education only reached the minority, because of its curtailment in wider 
spaces (Chimbutane, 2011: 46). In the 1960s the situation started to change slightly, due to different 
impacts, such as the increment of the liberation struggle and international pressure on Portugal (Ibid). 
First of all this meant that all Mozambican indigenous people were given Portuguese citizenship. Other 
advances covered: an extension of the education system, a (small) economic growth and permission to 
use African languages as mediums of instruction when teaching Portuguese in primary schools 
(Chimbutane, 2011: 47). Nevertheless, the illiteracy rate was estimated 93% at independence in 
1975.      
 
3.2.2 Education after the independence till the present day 
When the Portuguese left Mozambique a big problem arose in the education sector. Almost all trained 
teachers were Portuguese and also left Mozambique. This was especially problematic since the 
governments plan was for the country to particularly focus on education and with Marxian ideas as the 
foundation, described the aim of education as “the formation of a new citizen” (Machel, 1975 in 
Chimbutane, 2011: 47). 
To solve this issue, the government decided that those who were in the upper grades should put 
their education on hold to teach the younger ones with the help of teachers brought in from other 
socialist countries (Ibid). Primary education in Mozambique became widespread. At the same time an 
adult literacy campaign started in 1978, which was fairly successful. By 1980 the illiteracy rate had 
dropped to around 72% (Conselho Coordenador de Recenseamento, 1983 in Chimbutane, 2011: 47). 
During the civil war from 1977-1992, the education system suffered because of destruction, especially 
in the rural areas, where 50% of the primary schools were ruined (Lopes, 2004: 163). Furthermore, a 
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large amount of the teacher training centers were destroyed (Ibid). Because of this, the illiteracy rate 
rose once again (Chimbutane, 2011: 47). 
 
 After the civil war in 1992, the current national education system (Sistema National de Educação = 
SNE) was implemented. This system has three elements (Ibid48): 
1. Pre-school education (educação pre-escolar), which is not mandatory and is for children in the age 
group of 1-5 years. 
2. Formal education (educação escolar) where education is from primary to tertiary level. There exist 
two kinds of formal education; regular education and special education. The regular (or normal) 
education is overall education (primary and secondary education), but also technical and professional 
education and higher education. The special education includes education for children with disabilities, 
but also vocational education, adult education, distance education and teachers education.   
3. Non-formal education (educação non-escolar) is education outside the school - e.g. professional 
development programs. 
 
The primary education is mandatory, and the regular education is divided into two levels; lower primary 
level called EP1, which is from grades 1-5, and higher primary level called EP2 which is 6th and 7th 
grade (Lopes, 2004: 159). In the monolingual programme Portuguese is the only medium of instruction, 
starting from first grade. It is at the same time taught as a subject both in primary and secondary 
education (Ibid). In the primary education Portuguese as a subject takes up 37% of the study time, 
therefore being the subject with most teaching hours (Ibid: 161). 
The secondary education is referred to as ESG, and is divided into two courses. The first is 
called ESG1, and is from 8th-10th grade. The second course is ESG2, and consists of grades 11 and 12. 
English is present throughout ESG1 and ESG2. These 12 years of education are the basis for higher 
education (Jorge Lopes, 2004: 159). In 2010 86.5% of the school population was in the primary level, 
out of these 72.1% were at the lower levels (grades 1-5), and 14.4% were at the higher levels (grades 6 
and 7) (Chimbutane, 2011: 48). 
 
3.2.3 Bilingual education in Mozambique 
The term bilingual education has several interpretations. In this project bilingual education describes 
two languages as mediums of instruction at school - e.g. Portuguese and an African language both used 
to teach subjects other than the language itself. 
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According to Skutnabb-Kangas there are 7 different ways of classifying the term. These fall 
under the titles: Mainstream, Submersion, Segregationist, Transition, Language Shelter L1-maintenance, 
Immersion and Utopian Bilingual. 
 
The Pebimo project (Projecto de Escolarização Bilingue em Moçambique) was one of the first bilingual 
projects in Mozambique (1993-1997) (Chimbutane, 2011: 48). Furthermore, it was one of the first times 
that African languages had been introduced as mediums of instruction in education after independence. 
This marked a change of attitude in the country towards bilingual education, which was first initiated in 
the 1980s (Firminos & Heins, 1988 in Chimbutane, 2011: 49). As mentioned before, it was not until the 
1990s that the Ministry of Education and INDE (National Institute of the Development of Education), 
opened up the discussion of the possibility to use African languages in education. The first experiments 
of the use of bilingual education were thus only conducted in this period. 
The argument put forward for introducing bilingual education, was the fact that only 24.4% of 
the population spoke Portuguese (-in 2007 this number had increased to 50.4% though) (Chimbutane, 
2011: 49). Therefore the use of Portuguese as the only medium of instruction hindered the pupils in 
acquiring a good and meaningful education (Ibid). On the other hand, there were a lot of political 
arguments against the implementation of African languages in the education. The government feared 
that the use of African languages in education would evoke the idea that Mozambique is divided by 
different tribes, and therefore create tribalism and regionalism. (Chimbutane 2011: 49). Another fear 
was that this would not be a move in the direction towards national unity, which was the governments 
aim (Ibid). In addition to this, the cost of introducing a bilingual education would be high, for example a 
new curriculum would be needed as well as teacher training. 
Despite these challenges the Pebimo project, as well as other pilot projects, were considered 
more successful than those of the traditional programme because of the better passing rates and better 
interaction in the classroom in general (Benson, 2000 in Chimbutane, 2011: 50). These facts, had a 
positive effect on the general opinion amongst the wider Mozambican population, which changed to a 
more positive opinion, where the focus was on the potential of bilingual education (Chimbutane, 2011: 
50).       
 
In 1997 INDE hosted the “International Conference on the Use of African Languages in Education and 
the Role of Languages of Wider Communication”, and at this conference it was decided to introduce 
African languages in formal public education, which started in 2003 (Chimbutane, 2011: 50). 
Since the reform of 2003, the majority of Mozambican pupils still participate in monolingual 
Portuguese education. The bilingual education is only introduced in a few rural schools, thus in 2008 
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there were 81 bilingual schools (Ibid). This number was expected to have increased to 200 by 2010 
(Chimbutane, 2011: 50). 16 African languages are now in use, as mediums of instruction along with 
Portuguese (Ibid: 51). The bilingual education is not offered at any schools as a single possibility, but as 
an alternative option to the monolingual education (Chimbutane, 2011: 50). 
 
3.2.4 The Transitional model 
The bilingual program is defined as: “a transitional programme with maintenance characteristics” 
(Inde/Mec, 2003 in Chimbutane, 2011: 52), and the aim of this is “to ensure the development of pupils’ 
additive bilingualism” (Ibid: 53). 
 
In the case of Mozambique the Transitional programme type is practised, and we will therefore explain 
this term in greater depth. 
From grade 4 and onwards, the only medium of instruction is Portuguese. This has made various 
people claim that the actual aim for this type of bilingual program is to create a smooth transition into 
being taught in Portuguese only (Chimbutane, 2011: 53). Irrespective of this, the bilingual program is, 
according to Chimbutane, also “raising awareness of the value of African languages as cultural capital 
among the beneficiary communities and in the society at large” (2011: 53). 
 
Practically, an African language is used as medium of instruction up until grade 4, when Portuguese 
takes over (Chimbutane, 2011: 53). Both the African language and Portuguese are taught as a subject up 
until grade 4. For the first three years of education the African language is used to teach literacy and 
mathematics while Portuguese is used to teach these subjects at a later stage (Ibid). 
The goal for the first three years of education is to improve the pupils’ listening and speaking 
skills (Ibid). In grade 4 the pupils start to learn to read and write in Portuguese (Ibid). After grade 3 an 
African language is still taught as a subject, and in this way it is present throughout the primary 
education (Ibid). In the case of the bilingual programs in the rural schools, we are investigating, from 
grade 7 Portuguese is the only medium of instruction.    
 
Conclusively, the bilingual program faces several challenges, one of which is the lack of trained 
teachers (Chimbutane, 2011: 54). The majority of teachers teaching in the bilingual programme, were 
educated to teach in the monolingual program. This has meant that when the bilingual program was 
implemented in 2003, they had to improve their skills in African languages rapidly. In many cases 
official training was not provided (Ibid). 
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There are still no certificates for teachers teaching in the bilingual program. Most teachers who 
do so, volunteer themselves or are instructed to do so by the school directors (Chimbutane, 2011: 55). 
There are workshops for teaching in the bilingual program, which usually last between one and three 
weeks. These focus on the methods of bilingual education, the philosophies and the African language 
used in the particular school (Ibid). These are planned on a local basis, often with economic help from 
NGOs. This means that these are never systematic, and therefore still not implemented as static models 
(Ibid: 56). However, big improvements have been made since the introduction of African languages as 
medium of instruction in 2003 (Ibid). 
 
Linguistic diversity is gradually disappearing, which means that many minority languages are at risk of 
dying out (Skutnabb-Kangas: 2000: ix, preface). Therefore bilingual education could be seen as an 
initiative to prevent this unfortunate progress, as it can give the minority language a new dimension of 
importance.   
4 Theoretical Framework 
4.1 Decolonisation 
The term decolonisation describes the breaking of colonial relationships, be it formal or informal, 
political or cultural (MacQueen, 2014: 123). One can argue that the concept of decolonisation is 
ambiguous. Once a former colony has gained independence, the description of this process would 
usually be that the country has been decolonised. This usage of the term does arguably therefore not 
account for the other longer processes of decolonisation, as for example with the cultural aspect. 
On the homepage ‘United Nations and Decolonization’ it is possible to find the document 
“Declaration on the Granting of Independence to Colonial Countries and Peoples” (UN, 1960), which 
states “Convinced that the continued existence of colonialism [...] impedes the social, cultural and 
economic development of dependent peoples and militates against the United Nations ideal of universal 
peace” and also “Solemnly proclaims the necessity of bringing to a speedy and unconditional end 
colonialism in all its forms and manifestations”. Here the concept is noticeably broadened not only in 
the cultural context but to any context at all which is influenced by colonialism. Thus decolonisation 
means eliminating every aspect of existing colonialism in all its forms. 
 
Before going deeper into the more concrete discussion of linguistic decolonisation, it is important to 
understand the struggles of decolonising which the former colonies have already undergone and 
additionally the political conditions behind these struggles. Though the introduction of these political 
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aspects is not the focus of this investigation, it is nevertheless significant to understand them. These 
political dynamics and theories influence each other and offer a more in depth understanding of 
decolonisation; specifically in its cultural form. 
 
The decolonisation of Africa and Asia began in the 1940’s and during the following 3 decades the 
number of independent states in the world grew vastly (MacQueen, 2014: 123). With the former 
colonies’ independence generally came membership to the United Nations where the decolonised 
nations would formally operate as equal states to their former rulers (Ibid: 139). Economists were 
optimistic about a rapid development of the ‘new states’ and expected them to enter the world economy 
as equal partners, this development is also known as the ‘modernity theory’ (Ibid). Though this theory 
was anticipating a quick progress in the former colonies, an anticipation one could interpret to be a 
rather positive one, it was still centred around a ‘eurocentric’ ideal as it presented the western idea of 
modernity, as one the former colonised countries should strive for (MacQueen, 2014: 140). By the end 
of the 1960’s it became clear that modernisation, or in other words the rapid economic development of 
the ‘new states’, was not happening (Ibid). This indicated that the ‘national liberation’ of the former 
colonies was maybe not so much a liberation, but had merely given incentive for a new form of 
colonialism (Ibid). 
 
This new form of a colonial relationship is what we know as neocolonialism, which meant that the 
former rulers maintained an informal though still dominant and exploitative relationship to the former 
colonies, regardless of their independence (MacQueen, 2014: 145). The now independent colonies’ 
development was a severe threat to the economies of the North and so it became crucial for the former 
rulers to maintain a colonial dependency with the South. This was known as the dependency theory 
which puts the North in the center, or as the core, and the South in the periphery of the global economic 
system (MacQueen, 2014: 141). This gave the North incentive for the former colonies to still be 
dependent on them, and thus unequal development became essential for the capitalist system (Ibid). The 
successful impact that the modernity theory could have, would destroy this unequal relationship and 
thus the economic growth of the North (Ibid: 142). 
 
One might ask oneself how it was possible for the North to neo-colonise as they could no longer 
officially have any diplomatic influence in the former colonies. To explain this MacQueen presents a 
very illustrative metaphor: “A useful image here perhaps is the jelly mould. Formal colonial control is 
like a glass bowl, ‘contains’ the fluid economic, political and cultural conditions of the colony. Over 
time, however, imperial power shapes the colony to its own design. Eventually the shape will hold 
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without the physical constraint of the mould itself which can now be removed. The jelly may wobble a 
bit afterwards, in extreme cases it may disintegrate, but in general it will hold its shape – a shape 
determined by the colonial (or, rather, now ’neocolonial’) power in its own interest”. (MacQueen, 
2014, p. 145) The colonial powers ‘shaped the jelly’ with the support of the earlier mentioned western 
educated elite, known as the assimilados or as the ‘comprador class’ (Ibid). This group of indigenous 
people had become alienated from the native culture and served the interests of the coloniser as they, 
with independence, would succeed the highest positions in society. 
 
The case of the Portuguese empire was in some sense different than for the others. Portugal was itself an 
underdeveloped country and therefore one could argue that because of its own weaknesses it was 
particularly important to maintain its colonies as a recognised ‘part’ of Portugal (MacQueen, 2014: 86). 
During the 1930s and onwards Portugal would promote the unity of the Portuguese empire with a map 
of the kingdom, in every classroom in Portugal and Portuguese Africa, with the quote: “Portugal não é 
um país pequeno - ‘Portugal is not a small country’” (MacQueen, 2014, p. 87). Portugal’s colonies 
were what made Portugal rich and able to compare itself to other colonial rulers. Therefore Portugal was 
the last of the colonial powers to leave its’ colonies, as by decolonising it could severely damage the 
nation’s economy and status (Ibid: 88). 
 
In 1996 CPLP (Comunidade dos Paises de Lingua Portuguesa) was formed; an organisation that 
includes all the former Portuguese colonies (MacQueen, 2014: 160). Compared to other similar 
organisations MacQueen explains that CPLP does not have much political or economic benefit for the 
former colonies (MacQueen, 2014: 160). What is unique to the organisation is the: “ [...] exclusivity of 
the Portuguese language and the services it can provide to help the poor countries work in the medium. 
Language was the most distinctive ‘gift’ the Portuguese culture imposed on the empire with centralized 
rigidity, it remains the one substantial stand tying Portugal to its former colonies“ (MacQueen, 2014: 
161) 
 
To summarise, decolonisation is a broad term that can be used to describe both the formal concept of 
decolonisation and the more complex process of the above explored dimension of the term. The years in 
which the decolonisation of Africa took off, were followed by power battles of economic benefit. This 
prolonged and hindered the new states in breaking off all forms of colonial ties. 
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4.1.1 Linguistic Decolonisation 
The evidence of there being a hierarchical ranking of languages is clear in most post-colonial linguistic 
studies. “There has been no wholesale reversion to traditional language use in Africa since 
decolonization. Part of this obviously has to do with elite perceptions of ‘modernization’ and the 
manufactured disdain for indigenous culture of the westernized ‘comprador’ class” (MacQueen, 2014: 
176). This notion indicates a system of oppression and unequal power relations between languages 
based on the former colonial connections. Linguistic decolonisation must in that sense be the breaking 
of these power relations and the concealed language hierarchy, in order to break colonial attitudes. 
 
4.1.2 The	  Language	  Question	  
The use of the ex-colonisers language in societies today has infused much debate prompting a 'language 
question'. The language question in post-colonial Africa fundamentally examines“[...] The choice 
between indigenous languages and an ex-colonial language [...]’’ as the language of wider 
communication (LWC) (Firmino, 2011: 99). It presents the propositions of whether the ex-colonisers 
language identifies with the people of the country or not. Many scholars hold firm opinions in this 
spectrum of study. We will introduce two significant theories on the topic: Nativisation as presented by 
Firmino and Colonial Alienation presented by Thiong’o.   
These two theories will be used in the discussion to detect the possible language hierarchy and to 
examine how to break colonial attitudes, and in that sense, decolonise. 
    
4.1.3 Nativisation Theory 
The nativisation theory encapsulates the idea that an exogenous language in a given setting can  adapt 
its way into becoming a language which is more relatable to the people (Firmino, 2011: 102). In this 
way the people would be able to identify with the language and use it to express themselves more 
sincerely. The theory is often considerably applicable in post-colonial settings where the ex-colonisers 
language, as argued, reforms its position in these settings. Nativisation insists that it is no longer viewed 
as an entirely exogenous entity because, over time and space, the language acquires its own relevance 
within society (Ibid: 102). The theory accepts the introduction of a new language into the society; it 
does not attempt to eliminate the language but rather strives to use the language as a tool to unify the 
people. Essentially the language becomes more relevant to the culture of the indigenous people as it 
“[...] invoke[s] social realities peculiar to Mozambique” (Firmino, 2011: 111). 
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In post-colonial settings the nativisation of an exogenous language can be seen as a natural way for an 
ex-colony to loosen cultural ties to its former colonisers. This loosening of ties may also be seen as a 
gateway for the country to create a specification of its own. 
 
When Mozambique had acquired independence from the Portuguese many decisions needed to be made; 
one of these decisions was to decide upon an official language. Despite the association of the language 
to the colonial era, Portuguese was granted the title. It was hoped that the language would be a unifying 
force between the people (Firmino, 2011: 108). Portuguese was thus able to maintain an official position 
in Mozambique. However, the fact that Mozambique was now an independent democratic state meant 
that Portuguese would become more important to the people which would increase their inclination to 
learn the language. After independence Portuguese was able to gain a more social dimension. Having 
already stated that the aim of officialising Portuguese was to unify the people in a multilingual and 
multi-ethnic society, it could thus be seen as symbolic. A new sense of national pride would be attached 
to Portuguese assumed as the ‘national language’. It has become appropriated by crossing social 
boundaries through this symbolic form (Firmino, 2011: 109). 
 
This appropriation and increase in use of Portuguese has meant that the language has naturally 
undergone grammatical changes. These changes portray the characteristics of the environment and 
culture (Firmino, 2011: 111) and so make the language more relevant to its speakers. New meaning is 
added to already existing words or, words from indigenous languages are incorporated into the 
language. Ultimately it is these changes which really nativise the language as they give the language 
new cultural meanings and a native status. 
 
The nativisation of a language should not be considered a form of neocolonialism (Firmino, 2011: 109). 
Nativisation does not hold high the language as that of the colonisers or the westerners but rather alters 
the language for it to become their language.   
 
4.1.4 Colonial Alienation 
The language debate draws us to a relevant scholar, Ngugi Wa Thiong’o (1986) for his anti-imperialistic 
assessments. In his book ‘Decolonization of the Mind’, he argues against the systematic suppression of 
African languages and calls for their renaissance. Though his book is nearly 30 years old the 
fundamental issues proposed are still relevant to understand and examine the language question of 
todays post-colonial Africa. Thiong’o bases his theory not on colonialism but on imperialism, though 
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closely related, imperialism refers more to the rule of capital and political control then colonialism 
(Thiong’o, 1986: 2). 
 
Firstly Thiong’o argues how imperialism is total and, with its cultural and psychological consequences 
for the natives, is still present in the world today (Ibid). This is in a more neocolonial sense with an 
exploiter, who intends to maintain the dominance of the ex-colonies, and an exploited. He argues that 
imperialisms strongest weapon to do this is with the cultural bomb: “The effect of the cultural bomb is 
to annihilate a peoples belief in their names, in their languages, in their environment, in their heritage 
of struggles, in their unity, in their capacities and ultimately in themselves.” (Thiong’o, 1986: 3). The 
consequence of the cultural bomb is ultimately that the oppressed view themselves as inferior. For this 
Thiong’o argues that imperialism, presents itself as a way to overcome these inferiority complexes 
(Ibid). In a more modern phrasing one can take the liberty to interpret imperialism as westernisation. 
In order to fully understand the effect of the culture bomb, Thiong’o specifically investigates the effects 
of a forced exogenous language on native children. Thiong’o argues how language has dual 
characteristics; a means of communication and a carrier of culture (Thiong’o, 1986: 13). Both of these 
are subdivided into three aspects. 
 
The three aspects of language as communication (Thiong’o, 1986: 13): 
1. ‘Language of real life’ which is referenced back to Karl Marx. This aspect reflects the basic 
origin and need of language which Thiong’o argues, is people’s relationships and sense of 
community. These relations can be as simple as a household or more complex as between 
workers or ‘branches of production’. In other words, co-operation and interaction is 
communication and communication is language. 
2. Speech that imitates and supports the first aspect of ‘real life’, where speech is a helpful tool in 
the communication process. 
3. The written word which imitates the spoken. 
 
Thiong'o further argues that language as communication is the foundation and process of creating 
culture (Thiong’o, 1986: 15). Patterns, actions and knowledge are passed on, and guide the future way 
of life and perceptions, and are essential to how we as human beings interact. This leads to the notion of 
‘language as a carrier of culture’. 
 
The three aspects of language as a carrier of culture (Thiong’o, 1986: 15): 
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1. The product of human beings’ communications, in other words the product of a particular 
history for a specific people, is culture. This particular culture then is a reflection of what history 
made it and a means of reflecting the world for its people. 
2. Language creates images in children's minds and these images determine how a child relates to 
itself and the rest of the world. These images are individual and the extent to which they match 
reality will determine how the children interpret and confront the world and ultimately 
understand themselves. 
3. Very much in relation to the second aspect, culture communicates these aforementioned images 
through a specific language.  
 
According to Thiong'o this also means that language is universal and that mutual comprehension is 
something unique to humans (Thiong’o, 1986: 15). This mutual comprehension is determined by the 
second aspect. In other words a specific culture can not be transmitted in any language. Every culture is 
unique; that specific culture is expressed in the language that belongs to it, because of the images which 
have been developed through the history and struggle of its people and thus not through language in its 
universality (Ibid). 
 
One could thus argue that every human being has a specific relation to the world that comes from a 
specific culture. In that sense, culture, like language, would also be universal, as every person has a 
specific relation to the world. “Language carries culture and culture carries [...] the entire body of 
values by which we come to perceive ourselves and our place in the world. [...] Language is thus 
inseparable from ourselves as a community with a specific form and character [...]” (Thiong’o, 1981: 
16) With this parallel drawn one can move on to point out how the colonial force of a foreign language 
affected indigenous children by Thiong'o's concept of ‘colonial alienation’. 
 
Colonial alienation can in many aspects be perceived as similar to the concept of the cultural bomb, but 
one can argue for the distinction that colonial alienation is the consequence of the cultural bomb. 
Thiong'o argues that imperialism was not merely a territorial colonisation but also a control, and thus 
colonisation, of the mental universe of the colonised (Thiong’o, 1986: 16). This was done by the 
interplay of two phases: undervaluing people’s culture and dominating their language. Going back to the 
three aspects of language as communication, the forced exogenous language was the product of a real 
life language somewhere else and thus broke the harmony of the three aspects of language as 
communication for the native children. 
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At school for example there was often no relationship between the children’s written world (the 
exogenous language of the formal education) and the children’s real life world (the language used at 
home) and thus for a colonial child the harmony of the three aspects was non existent (Ibid: 17). 
 
Looking at language being a carrier of culture: “[...] the child was now being exposed exclusively to a 
culture that was a product of a world external to himself.” (Thiong’o, 1986: 17) 
This means that all three aspects of ‘languages as a carrier of culture’ were foreign to the colonised 
children but nevertheless they were expected to develop their self understanding from that external 
world. This observation briefly explains the concept of colonial alienation, which was only emphasised 
with an education system placing Europe at the center of the universe. The notion of colonial alienation 
is in other words how an exogenous language distances the subject from its surroundings and makes one 
acquire a point of view “[...] as if one was another self [...]” (Ibid: 18). 
As the title suggests, to conclude, Thiong'o encourages a decolonisation of the mind. In order to restore 
harmony between all the aforementioned aspects of language, an African child should have its native 
tongue and environment as a starting point in education, and only in that way will this child be able to 
learn other languages without having a “[...] complex about his own language, his own self, his 
environment” (Ibid: 28). 
 
This theory will become relevant to discuss the language question because of the model of how 
language and culture are connected, and with colonial alienation for how one can detect colonial 
attitudes. 
 
The presentation of the theories has shown different approaches that may be taken when dealing with 
the language question. The first approach suggests that the presence of the colonisers language is not 
necessarily a hindrance to the society as it begins to gain a national identity, the latter suggests that the 
colonisers language will always be a source of oppression to the colonised people. 
The fact that we have chosen to present more than one approach is because we acknowledge that no 
manual for which countries are to follow in this dilemma exists. This means that there are different 
beliefs and no single one is necessarily the correct or ideal way forward. Through this, hopefully, we 
will gain a fair understanding of the complexity of the discussion. This understanding will help us to be 
as unbiased as possible in our approach to Portuguese or indigenous languages in our study.   
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4.2 Linguistic Identity 
4.2.1 Introduction 
In order to acquire an understanding of how bilingual education affects the pupil’s linguistic identity we 
investigate the linguistic situation of the subjects in a postcolonial multilingual context. We do this by 
exploring the theories behind linguistic identity, which reveal how this identity is challenged by the 
after effects of colonialism. This is observed in the different uses of the languages in postcolonial 
contexts. 
Dealing with the language use it is inevitable to meet the concept of mother tongue. As the 
concept of mother tongue is a fundamental element of bilingual education, it is important to investigate 
its definitions and the objectives for implementing it in the education system. Moreover, we will look at 
which elements are relevant for us to understand while defining the concept of mother tongue. 
4.2.2 Linguistic	  Identity	  According	  to	  Anchimbe	  
Since language plays a significant role in the history of colonisation, Anchimbe states that it is possible 
to obtain an insight into the postcolonial situation by investigating the language situation (2007: 4). 
Defining linguistic identity, we take point of departure in Anchimbe’s notion that language and identity 
are two inseparable concepts, meaning that identity is expressed through language (2007: 12). In the 
same vein as the above mentioned notion that language is a carrier of culture, this theory displays that 
the use of a certain language is an expression of their cultural identity. Therefore bilingual and 
multilingual subjects are able to express different identities depending on which languages they use.  
 
In a postcolonial multilingual context, the subjects are surrounded by different languages; respectively 
the foreign language from the colonisers and the native indigenous languages. Investigating the subjects 
relation to these different languages, we present Anchimbe’s theories of Identity Opportunism and 
Fluctuation and Linguabridity. 
 
Identity opportunism and fluctuation 
 
As the subjects in a postcolonial multilingual context are faced with different languages, they are in a 
position to choose their linguistic identity. The choice includes two key aspects to take into 
consideration. These aspects are characterised by the motivations of survival or pride. 
The aspect of survival describes the decision to identify with a linguistic group in order to benefit from 
its socio-economic advantages. This could for instance be the choice of speaking a language other than 
the language of one’s roots, in order to get accepted by a certain linguistic group in which the speaker 
holds some economic interests.  
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On the other hand, the aspect of pride refers to the choice of speaking the language of one’s 
roots in spite of the social status of the group that the language is attached to. This choice is driven by 
the patriotic feeling that the speaker attaches the prefered language to. Anchimbe (2007) gives an 
example of this from Cameroon where the choice between the different linguistic identities equivalent to 
the choice between the identity of the official language, and the identity of the indigenous languages. 
The identity of the official language is characterised by education, the public domain and politics. The 
identity of the indigenous language is based on tribal or ethnic belonging and characterised by its social 
rank, foreign exposure and sociopolitical esteem (Anchimbe: 2007: 73) 
In order for the subjects to engage themselves in the various areas of a heterogeneous society 
they will choose a relevant language as the context requires. The subject will hence fluctuate in their 
linguistic identities (Anchimbe: 2007: 70).  
 
Linguabridity 
The term Linguabridity is formed by the words ‘linguistics’ and ‘hybridity’. This term refers to children 
that are faced with two languages and therefore create a hybridised identity (Anchimbe: 2007: 66). 
Compared to bilingualism and multilingualism, linguabridity entails more complex procedures when it 
comes to switching from one language to another as it deals with identity creation and the adoption of 
linguistic and cultural elements of the languages (Ibid).  
 
Growing up with the various languages, the children are unable to identify with one language in place of 
the other and as Anchimbe states: “They grow up with the ability to switch but are not actually 
switching - rather they express the identity that is theirs, the one they grow up with” (Ibid, 67). 
Children, unlike adults, do not associate the languages with any social and political stigmas, that adults 
usually are aware of, and therefore they are able to take on new linguistic identities according to new 
surroundings very easily (Anchimbe: 2007: 15).  
From the investigation of Cameroonian children, Anchimbe discovers that the linguabrids are in 
the centre of the impacts of the languages and cultures that they are surrounded by. Being in this 
position the children create a neutral identity, which levels the linguistic identities of the various 
languages. 
 
These theories illustrate how the language situation in a postcolonial multilingual country influence the 
subject’s identity creation. The variety of languages present in Mozambique represent different 
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language they use. Moreover, the theories clarify how adults and children relate differently to the 
language situation in a postcolonial multilingual situation. 
 
4.2.3 The fate of languages 
So far we have looked at how the postcolonial subject manages its multilingual situation in different 
ways. Now we will turn to a terminology that tries to describe the roles of different languages in a 
multilingual postcolonial country. Further, we will consider how these roles may lead to the 
endangerment and possible extinction of some of the competing languages. 
 
When considering a colonial context it seems appropriate to start examining the role of the colonial 
language and its presence. 
Through history one branch of scholars has considered English as a replacive language because 
of its claimed superior qualities over the indigenous languages. These scholars suggested that the 
African languages would in time become extinct due to the lack of civilised qualities (Anchimbe, 2007: 
16). Today we can observe that the African languages are still very much in use due to the functions 
they cover. So instead of describing English as replacive Anchimbe describes it in terms of functional 
demarcation, as an additive language that has “a range of duties that differs from that of indigenous 
African and Asian languages.” (2007: 17). So an additive language is a language that is used by 
speakers for a specific range of functions, and is therefore not the only resource in the speaker’s 
linguistic repertoire. 
But what if one of the languages becomes more attractive, because it is stronger in its economic 
function, which is the situation of the European languages versus many indigenous languages? These 
languages, which have a reduced currency due to this imbalance, are referred to as disadvantaged 
languages. This factor does result in speakers ultimately abandoning even their mother tongues in order 
to achieve socio-economic advantages (Ibid). 
 
A factor in the fate of languages that points in the opposite direction is “the desire to protect, 
standardise and identify with indigenous languages (against foreign, ex-colonial English) [which] is 
growing very rapidly.” (Ibid). The explanation for this is that the identity that has its roots in an 
indigenous language can have a stronger coherence even in contexts where the colonial language has 
been nativised. Ways to achieve this identity protection are through switching and fluctuating and the 
event of such maneuvers is an indicator of an official ex-colonial language as being weak in terms of 
constructing a national identity in a postcolonial country. So Anchimbe argues that African languages 
will continue to survive in their “specific functional fields: as home, tribal, ethnic etc. languages.” (Ibid) 
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The fate of a language is therefore dependant on its functional demarcation and the stamina of its 
specific functional fields. On the other hand it is contested by the socio-economic achievements that 
other languages offer, although such contesting languages can be considered to be only additive in 
respect to all the functional fields in which the subject moves. 
4.2.4 The Concept of Mother Tongue 
Due to the fact that the subjects in the postcolonial context are dealing with different languages, it is 
relevant to investigate which of these languages can be considered their mother tongue. Furthermore, 
some of the children are presented with mother-tongue based bilingual education, which makes it 
important to understand how the concept has been defined by the education system. Therefore, we base 
our investigation on Tove Skutnabb-Kangas’ (2000) four definitions on mother tongue acknowledging 
the fact that the concept has several definitions.   
 
Four definitions of mother tongue 
The four definitions on mother tongue are divided into four different criteria of Origin, Identification, 
Competence and Function. The four definitions can either be linked or independent of each other. If we 
take a monolingual person, his/her mother tongue most likely fits all the four definitions. While the 
mother tongue of bilinguals and multilinguals does not necessarily correlate with all four definitions. 
 
Origin 
The definition of origin points to the title of the concept, which refers to the language one has learned 
from the mother, or the first persons that one has established linguistic contact with (Skutnabb Kangas, 
1987: 14). Due to the fact that it is the first language one has learnt, it is not necessarily the language 
one masters the best or uses the most. Neither does it have to be the language one identifies with; this 
could for instance be the case, if one has stopped using the language and therefore has forgotten it. On 
the other hand, it can still be the language one identifies with even if one does not have any competence 
in the language (Skutnabb-Kangas, 2000: 110). 
 
Identification 
This definition refers to the language one either identifies with or is identified with by others. Through 
socialisation one acquired the norms and values of the language. As language is attached to culture, it 
partakes in the creation of the speaker’s identity and therefore ties him/her to the group that the 
language belongs to. This language does not have to be the language of origin, the language one uses the 
most, or knows the best. 
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Function 
Here the mother tongue refers to the language that one uses most. Using this criteria to define the 
mother tongue can be considered rather questionable due to the fact that minorities often are obliged to 
use the language of the majority in public spaces. According to Skutnabb-Kangas (2000) there is a lack 
of choice offered in many educational institutions, which would give the minorities the opportunity to 
choose their language of function (Skutnabb-Kangas, 2000: 108).  
In politics this definition is commonly used to state the reasons for providing minority children 
education in a majority language. The statement of the Danish politician Svend Erik Hermansen is an 
example of this: “It is self-evident that refugees who are only going to be in Denmark during a short 
period should maintain their mother tongue. But when one is born and has grown up in Denmark and 
will have one’s whole existence here, then the mother tongue is Danish-full stop.” (Skutnabb-Kangas, 
2000: 109). This argument implies that the official language in the specific country is the mother tongue 
of the inhabitants, and therefore the official language should be the only medium of instruction in the 
education system. Even though our investigation does not focus on the exact same situation as in 
Denmark, the mentality expressed in the statement above illustrates how the definition of Function can 
be used politically, as it was during the Portuguese rule in Mozambique. 
 
Competence 
The definition of competence refers to the language that one knows best. As already mentioned many 
children are being educated in their language of function. This provides competence in a language that 
can be alternative to the language of origin and identification. Politically this definition is also 
recognised in the choice of using a majority language as the language of instruction in the education 
system. According to Skutnabb-Kangas (2000), some political arguments for providing children 
education in a majority language, have been based upon the children's lack of competence in the 
minority language (Ibid: 109). This mentality implies that the language that the children master the best 
evidently is the children’s mother tongue. Therefore, the children’s competence in the various languages 
will determine their language of instruction. This would in many cases be the majority language because 
of the public requirements of using the majority language as the language of function, as mentioned 
above. 
This mentality does not consider the reason why the children are more competent in the majority 
language, which according to Skutnabb-Kangas (2000) originates in the lack of opportunity to use the 
mother tongue of origin in the educational institutions: “The Lack of use leads to lack of competence” 
(Skutnabb-Kangas, 2000: 109). Skutnabb-Kangas further argues that the political decisions that are 
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based on the definitions of function and competence, raise attention to the language situation as being a 
question of cost. In the short run, one can imagine that it is more costly to provide inclusive conditions 
for all languages in a society than to function one (the official language) only. 
 
These four definitions illustrate that a person can have different mother tongues depending on which 
definition is referenced. According to all the definitions, except the definition of origin, a person’s 
mother tongue can change. All the definitions also illustrate that a person can have more than one 
mother tongue. Skutnabb-Kangas (2000) argues that the definition that represent the highest degree of 
linguistic human rights awareness is a combination of the definitions of origin and identification. This 
combination states that: “the mother tongue(s) is/(are) the language(s) one has learned first and 
identifies with.” (Ibid: 110) Therefore, when we use the term later on without any further explanation we 
refer to the use of this definition. 
 
We can use these definitions to acquire an understanding of the language situation of the subjects in 
Mozambique. The subjects are generally connected to various languages in a multilingual society. The 
four definitions give a background knowledge of how the subjects might relate to these languages and 
the underlying reasons for these relations. Furthermore, we will use the definitions to look at which role 
the concept mother tongue plays within the education system. 
5 Analysis 
5.1 Introduction 
The following investigation is based on questionnaires from a dissertation made by Sarita Monjane 
Henriksen. The aim of the questionnaires is to investigate the attitudes towards the various languages 
present in the Mozambican education system. The people involved in the questionnaires are pupils, 
teachers, school administrators, parents and educational professionals. 
 In total 236 people were involved in this study. There were 218 pupils, 12 teachers, 4 parents 
and 2 educational professionals. The study was conducted in two rural schools Mahubo and Mudada 
located in Maputo Province and at the urban school “3 de Fevereiro” Primary School located in 
Maputo City. The pupils participating in the study were in grades 5 and 6. The reason for choosing this 
age group is, as described by Monjane Henriksen, because the pupils, who attend the bilingual program, 
at this point would have had five or six years of mother tongue education; and as Monjane Henriksen 
states: “[...] would be the most appropriate moment to assess, not only their linguistic attitudes, but also 
their level of competence in both Portuguese and the Mozambican National Language” (2010: 133). 
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In this section, we are going to analyse the responses by applying the theories described in the section 
about linguistic identity. First we are going to look at how the the concept of mother tongue has been 
taken into consideration in the education system. Thereafter we are going to investigate the pupils’ 
attitudes towards the various languages present in the Mozambican society. 
The responses from the rural and the urban pupils are divided into two separate sections due to 
our expectations of attaining different findings from these linguistically different areas. The following 
section will focus on the Portuguese language as the language of instruction in education. After 
investigating the pupils’ attitudes towards the various languages we will move on to the parents’ 
responses. 
The parents’ attitudes towards the various languages play a significant role for the creation of 
the pupils’ linguistic identity. This is because they are in the position of choosing whether the children 
will be educated in a monolingual or bilingual program if the schools offer this option, as the case is for 
the rural schools in the investigation. These attitudes will be investigated by applying the theory of 
opportunism and fluctuation. 
Last but not least, we will investigate the teachers’ responses. This is to achieve an understanding 
of how the different programs offered in the education system are viewed by the ones presenting these 
programs to the pupils. 
 
5.2 The concept of mother tongue in the Mozambican education system 
As mentioned earlier, the Portuguese established classroom education during the colonial rule in 
Mozambique. The education was based on a monolingual structure using Portuguese as the language of 
instruction. The objectives behind the implementation of the Portuguese language can be viewed from 
different perspectives; here it is analysed by using the theories on the concept of mother tongue as 
described above. 
 
As the Portuguese colonisers established the Portuguese language as the official language of 
Mozambique, they governed on the foundation of Portuguese being the language of the Mozambicans. 
This resulted in an education system that only instructed in Portuguese. If we look at the different 
definitions of mother tongue, the mentality of the colonisers is linked to the mentality that is described 
in the definition of Function. As mentioned in the section about the concept of mother tongue, it is 
commonly seen that authorities consider the official language of the country to be the mother tongue of 
the inhabitants. That perception is used to justify the choice of only providing education in the official 
language of the country.  
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This mentality does not take the definitions of Origin and Identification into account, which in 
many cases would create a more diverse education system. Therefore one can argue that the colonisers’ 
method of imposing the Portuguese language on the Mozambican children has resulted in the current 
language situation, where a part of the population has lost competence in the mother tongue of their 
ancestors, since we know from the questionnaires that some of the pupils do not understand any national 
language. (Monjane Henriksen, 2010: 151-152).   
 
The monolingual education continued after independence. It was not until 2003 that bilingual education 
was finally implemented in the Mozambican education system. Today, both monolingual and bilingual 
programs are offered in Mozambique. The fact that the bilingual education has been established, 
indicates that there has been a change of mentality from the political side, which no longer consists of 
Portuguese rulers. 
The current political approach to the mother tongue in education leans more towards the 
definitions of Origin and Identification than previously, as the national languages have been 
implemented in the education system. One can argue that this modification has given the national 
languages a new dimension since they can also be used for educational purposes. This has additionally 
given the speakers the opportunity to achieve competence in their mother tongue of origin and 
identification, one can therefore argue that the implementation of the bilingual structure is an initiative 
for the maintenance of the national languages, which will be further elaborated below. 
However, the on going presence of Portuguese in the education system is a sign of it still being 
accepted as a significant language in Mozambique. An example of this is the fact the monolingual 
program is still an option in the education system and that the overall aim of the bilingual program is 
achieving competence in Portuguese, which will be elaborated later. 
 
Conclusively, we can say that from the perspective of the definitions of mother tongue the traditional 
educational system primarily functioned on the foundation of Portuguese being the mother tongue of the 
pupils. This mentality relates to the definitions of Function and Competence, while the mother tongue as 
the language of Origin and Identification was taken more into account by the implementation of the 
bilingual program. However, one can question to what degree the definition of Origin and Identification 
are in effect in the educational system. 
5.3 The pupils’ view on the languages present in the current educational system in 
Mozambique 
In order to detect the pupils’ view of the various languages present in Mozambique it is important to 
distinguish between the responses from the rural and the urban schools. The majority of the children in 
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the urban schools consider Portuguese as their mother tongue, whereas the majority of the pupil’s in the 
rural schools consider their mother tongue to be a national language (Lopes, 2004: 57). The fact that the 
children have different relations to the various languages creates obvious differences in the attitudes 
towards them. Moreover, it is important to be aware of the fact that the investigation of the rural schools 
is a mixture of pupils who participate in monolingual and bilingual programs. 
5.4 Rural pupils 
5.4.1 The view on Portuguese 
A general observation when we look at the answers from the pupils, is that the attitude towards 
Portuguese is very positive. The majority of the pupils attach positive loaded words like: beautiful, fun, 
sounds good and important to the Portuguese language. This is for example seen in question 20 [In your 
opinion, which languages are beautiful?] (Monjane Henriksen, 2010: 146), where 98 out of 158 pupils 
selected Portuguese. 
 
Firstly, we will look closer at question 24 [Do you like to learn Portuguese? Why?] (Monjane 
Henriksen, 2010: 146). The answers to this question included the following: “because I can 
communicate with people from other regions”, “it is good”, “it is important”, “because it is good for 
the world”, “it is the language of the school” and “because we do not use the L1 at school” (Ibid). 
These answers all underline the claim that the attitude towards Portuguese is positive - the pupils state 
that it is good, important and a medium of communication with people from other regions of 
Mozambique. Keeping the focus on the quote “because I can communicate with people from other 
regions” (Ibid), we see that Portuguese is considered the language that unites the country, since this is 
the way to communicate with people from other regions. 
 
5.4.2 The	  view	  of	  the	  national	  languages	  
As mentioned in the introduction the vast majority of the pupils in the rural schools consider a national 
language (Xirhonga, XiChangana, Zulu or Swazi) as their mother tongue. We will now look into the 
pupils’ attitudes towards these languages. 
 
Question 25 is: [Do you like to learn your mother tongue? Why?] (Monjane Henriksen, 2010: 146) the 
pupils’ answers included: “because it is good”, “because that is my language”, “because that is the 
language we speak at home”, “because I can speak freely” and “because my whole family speaks it and 
therefore I like it” (Ibid: 147). 
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The answers are all positively loaded but on different levels. Some of them clearly state that this 
is the language of the family and the language spoken at home, thus value is added to the language. 
Others like “because I can speak freely” and “because that is my language” (Ibid) add value to the 
language itself instead of the context it used in, in terms of being the language the pupils feel secure in. 
If we hold on to the latter answer, it is interesting to look at the fact that the pupil states that the national 
language is “my language”. If we assume that this language is attached to the context of the home (as it 
is for the vast majority of the pupils (Monjane Henriksen, 2010: 147)), then this again shows that the 
positive feelings are attached to the home and therefore positive feelings are also attached to the 
language itself. 
 
To sum this up, the tendency we see among the rural pupils is that these children view both Portuguese 
and the national languages positively. They do not think about the underlying reasons for this but 
answer in terms of practical needs when they have to explain why.    
 
5.4.3 Linguabridity 
The above mentioned responses indicate that the pupils’ attitudes towards the Portuguese language and 
the national languages are expressions of their hybridised linguistic identity. As the theory on 
linguabridity explains, the children, growing up in a multilingual context accept the languages they are 
faced with as their own. As linguabrids they do not attach the languages to any social or political 
stigmas, as adults usually do. This explains the pupils’ spontaneous answers that only seem to be based 
upon their personal day-to-day experience with the languages. 
The attitudes towards Portuguese are indications of the same findings. As the pupils naturally 
adjust themselves to the requirements of the context, they are aware of the importance of Portuguese, 
but they are not necessarily aware of the underlying reasons for stating this . This becomes clear if we 
take a closer look at the answer “it is important” (Monjane Henriksen, 2010: 146). In order to acquire 
an understanding of the motives behind this simple and non-explanatory response, we will base our 
interpretation of this quote on the theory about linguabritiy. Therefore, we can assume that the statement 
is based on a general approach to the Portuguese language that has been presented to the child by the 
society, more than an expression of the pupil’s personal opinion on the role of the Portuguese language 
in Mozambique. 
 
We see another example of this, when we look at question 15: [Which language(s) do you prefer to 
speak at school?] (Monjane Henriksen, 2010: 141). To this question the majority (131 out of 158) 
choose Portuguese as the language they use most in the school context. Some of the reasons given for 
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this were: “it is the language of the school”, “the teacher speaks it”, “many people like to speak it”, “I 
do not speak Changana at the school” and “the teachers often teach us to speak it”(Monjane 
Henriksen, 2010: 144). These answers also show that the reason why the pupils choose to speak 
Portuguese at school, is because that is where they have encountered the Portuguese language. They 
associate the language with knowledge and education, and therefore they do not question requirements 
of speaking Portuguese in this context. 
 
Similarly, the children’s arguments for the importance of the national languages are based on the fact 
that they are required in certain circumstances in their everyday lives. As stated above, the national 
languages are primarily associated with the communication that takes place outside of the school, even 
though some of the national languages are also present in the education. In order for the children to 
communicate with their family and friends, they need to speak a national language. An example of this 
is question 16: [Which language(s) do you prefer to speak at home?](Monjane Henriksen, 2010: 144) to 
which 90 children answered the mother tongue: “because we are not able to speak Portuguese at 
home” (Ibid). Even though the children understand the importance of being able to speak a national 
language, they do not attach the reason to any higher purpose, which again shows the national language 
is just another language that makes it possible for the children to adjust themselves to their 
surroundings. 
What might not fit with the theory of linguabridity is that 51 pupils that chose Portuguese as 
their preferred language to speak at home. The reasons presented in the questionnaire are: “because I 
am not able to speak it”, “because I like it”, “and because it is the most spoken language in our 
country” (Ibid). It is hard to tell whether some pupils do communicate in Portuguese at home, but if so, 
they cannot be considered linguabrids. However, these responses do not indicate that the children 
actually do speak Portuguese at home, but rather they consider the idea of speaking Portuguese at home 
as an appealing thought. 
 
As we see, the children in the rural area are constantly faced with both the Portuguese language and a 
national language. Most of them consider both languages as a natural part of their everyday lives and 
therefore they can be considered linguabrids. Since the children are brought up in a multilingual society, 
they are aware of both languages being necessary for communicating in the different contexts that they 
function within. However, the children do not express any significant political approach towards any of 
these languages. This too aligns with the theory of linguabridity, since this theory indicates that that the 
subject does not add values to one language rather that another, which means that all languages present 
in the life of the linguabrids are valued equally.       
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5.4.4 The awareness of the choice of language 
One factor that is important to be aware of is the pupils’ age. The consulted pupils’ are between 9 and 
15 years old. This means that they are in an age, where there are developing and gaining knowledge, 
including knowledge about the choice of language. This explains the fact that some of the answers given 
by the pupils do not align with the theory of Linguabridity. This is so, because the pupils actually are 
aware of why they are using the given language in the given context. 
Irrespective of this, we still argue that the pupils generally go under the category of being 
linguabrids, since this is what the greater part of the answers given indicate, because these do not focus 
of the stigmas attached to the languages but on the practical aspects of knowing the language.      
5.5 Urban pupils 
All the pupils of the urban school, who are a part of this analysis, attend the monolingual program. The 
majority (56 out of 60) of these pupils consider their mother tongue to be Portuguese which can change 
the way the language is viewed compared to the language being the second or third language of the 
pupil.    
 
5.5.1 The view on Portuguese 
If we look at question 14 [Do you like to learn Portuguese? Why?] (Monjane Henriksen, 2010: 150), 
the pupils, who answered positively to the question, included the following reasons: “it is an official 
language and my L1”, “it is the language of my country”, “it is in Portuguese that I first learnt to 
write”, “because I am proud to be Mozambican”, “it is a beautiful language” and “it is the language I 
speak with my parents, siblings and family” (Ibid: 150-151). 
These answers are all positively loaded. If we look at them we see that Portuguese as the 
mothertongue of these pupils is expressed in different ways e.g.: “it is an official language and my L1” 
(Ibid), which is very obvious, while in an answer like: “it is the language I speak with my parents, 
siblings and family” (Ibid), it is expressed more implicitly, since the language you communicate with 
your family is usually considered as one’s mother tongue. 
 
In the case of the vast majority of the children in the urban school, Portuguese is both the language of 
the school and home context. This is shown in the answers to the above mentioned question. In the 
following answer this is clearly expressed: “it is the language i speak home and at school” (Ibid). 
This signifies that there for these children is no linguistic transition between the school and the 
home, as the case is for the children in the rural school, which means that the children in the urban 
schools can be categorised as monolingual.   
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Generally speaking the pupils in the urban school have a positive view of Portuguese, which they both 
use in the context of the school and the home, since the vast majority consider it as their mother tongue. 
5.5.2 The view on the national languages 
Since Portuguese is considered to be the mother tongue of the majority of the pupils in the urban school, 
we assume that not all of them are faced with the national languages in their everyday lives. But we still 
find it relevant to look into their view on the national languages, to get a broader understanding of the 
general view in society towards the national languages. 
 
To investigate the pupils attitudes towards the national languages,  question 16 [Would you like to learn 
to read and write in any other Mozambican National Language (for example, Changana, Ronga, 
Maconde, etc.)? Why?] (Monjane Henriksen, 2010: 151) will be taken into closer study. A selection of 
the positive answers to this question are presented here: “I would write letters to other provinces”, “it is 
important to write and read in the Mozambican languages”, “my grandparents speak it” and “only 
Emakhuwa, because I do not understand when my father speaks it” (Ibid: 151-152)   
 Initially some positive answers are presented. These can be divided into two categories. In one 
category we have the answers which concern the family, and in the other we have the answers that 
concern the country. Except the answer: “it is important to write and read in the Mozambican 
languages”, the rest are of practical character - the pupils wish to learn the language for a concrete 
reason. But the aforementioned answer is another category. In this answer it is stated that it is important 
to be able to read and write in the national languages, but we as readers are still left with the question 
why? There is not given any clear reason for the national languages being important, it is just stated that 
they are important. This underlines the theory, that children are not aware of the underlying reasons for 
the choice of language, they just obtain the norms of their acquaintances. 
 
Some of the negative answers to question 16 were: “they are very messy”, “I do not like them, not even 
a little”, “they are not particularly beautiful”, “they are strange languages and difficult to learn”, 
“because the Mozambican national languages are not very useful” (Ibid, 152). One can argue that the 
reason for the negative attitude towards the indigenous languages can be the lack of acquaintance with 
these languages. The majority of the children in the urban area only speak Portuguese, and therefore it 
can be hard for them to associate positively with some languages, that they do not understand. 
 The underlying reasons for the negative attitude towards the indigenous languages can also be 
viewed from a historical perspective. The mentality expressed in these answers could be said to reflect 
the legacy of the colonial period. As the colonisers imposed the Portuguese language on the indigenous 
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people through power, they created a linguistic hierarchy in Mozambique. This hierarchy can be seen as 
a colonial trace that is still in effect, since the answers may imply that the national languages are still 
inferior to the portuguese language. Therefore, this may be the reason why they are considered useless 
and unlikeable. 
  
To sum this up, the pupils’ view of the Mozambican national languages split the pupils into two: one 
group view the national languages positively, and see many reasons for the importance of these, while 
another group does not add value to these. 
Two theories for this are presented. One is that this grounds in ignorance of the national 
languages, and another is, that this is a proof of Portuguese still maintaining the higher status that this 
language gained during the colonial period.    
5.6 Portuguese as a language of education 
The majority amongst all pupils of both the rural and urban schools considered Portuguese positively. 
One reason for this is the fact, that the pupils consider Portuguese the language of education. To support 
this claim, we will turn the attention to question 17 (for the pupils in the rural school): [Which 
language(s) do you prefer to learn the most/Why?] (Monjane Henriksen, 2010: 146). The majority of 
the pupils in the rural school selected Portuguese. Some of their reasons for this are listed here: 
“because both Portuguese and English are the languages used in education”, “if people cannot speak 
it, they cannot get a job”, “because it is good to learn so that we can understand the teacher” (Monjane 
Henriksen, 2010: 145). These answers obviously imply that the pupils see Portuguese as the language of 
education, and also that the reason for this is that they need education to get a job, and to get education 
they need to know Portuguese. 
The majority of the urban pupils selected English as the language they prefer to learn, this 
indicates that these students are already fluent in Portuguese, since it is their mother tongue. 
 
Therefore we must look at another question to the urban pupils to examine their view on Portuguese as 
the language of education. To do this, we will again turn to question 14 [Do you like to learn 
Portuguese? Why?] (Monjane Henriksen, 2010: 150). Some of the answers were: “I learn many things 
(history and poems) through Portuguese”, “it is a very educative and communicative language 
subject”, “I want to become a doctor” and “it is in Portuguese that I first learnt to write” (Ibid: 150-
151). The conclusion of the urban pupils’ answers show the same results as the rural pupils’ answers: 
Portuguese is seen as the language of education, and because of this the way to get a job. For example 
one pupil answered: “I want to become a doctor” (Ibid: 150). Since this is put as answer to the question, 
 45 
this must naturally be interpreted as; if one wants to be a doctor, then one must be educated, and if one 
wants to be educated, one must learn Portuguese. 
 
To summarise this, we conclude that the pupils view Portuguese as the language of education. When the 
pupils are asked why they think it is important to learn Portuguese, a large amount of the answers 
include that the pupils want to get a job, and therefore they must be educated, and to be educated, they 
must learn Portuguese. Consequently the pupils view Portuguese as the language of education. 
 This awareness of the choice of language, contradicts the theory of linguabridity. But this being 
said, we wish to argue that these answers to a higher extent, are an expression of the understanding of 
the Portuguese language in the pupils’ acquaintances which the pupils adapt, rather than an actual 
opinion of the pupil. The fact that the pupils are faced with the Portuguese language every day in the 
school, is naturally a strengthening factor to this understanding.    
 
The aim of this section, was to look at the pupils’, from both the rural and urban schools, view of the 
different languages present in the current Mozambican education system. 
Portuguese is viewed positively by both the pupils from the rural and the urban schools. A 
reason for this is the fact that Portuguese amongst the pupils is seen as the language of education. This 
aligns with another claim made that Portuguese is positively viewed since this language has maintained 
the high status it gained during the colonial rule, because this language at that time was the only media 
of instruction in education, which meant that those who spoke Portuguese were educated.      
The national languages is among the pupils in the rural school also viewed positively. The reason 
for this, is that for a large amount of pupils, this language is considered to be their mother tongue and 
the language they associate with their family. Among the urban pupils two attitudes towards the national 
languages are present. One is also positive, because the pupils see the national languages as important 
for different (mostly practical) reasons. Another group of the pupils, do not add value to the national 
languages, since they do not think they are important. Two reasons for this were presented; one is that 
this grounds in ignorance of the national languages. Another is that Portuguese is seen as superior, as a 
result of the colonial period, and therefore the national languages are seen as inferior and unnecessary.    
5.7 Parents’ responses - Survival or pride? 
The parents' attitudes towards mother tongue-based bilingual education are in general positive Monjane 
Henriksen points out in the dissertation (2010: 162), and this has a major impact on the pupils linguistic 
identity. According to the notion of linguabridity, children do not consciously choose language in terms 
of opportunism, but one could argue that the parents choose on their behalf since they are given the 
choice between monolingual and bilingual education for their children. Therefore we want to examine 
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how the parents justify the choice of language for their children in terms of survival and pride, that is to 
say opportunism, in the following section. 
 
First of all, when asked question 8 “[Which language(s) would you like your children to learn at 
school?]” the parents answered that they wanted the children to learn Portuguese as well as Xirhonga, 
since it was the language used in the local community (p. 158). Here we can already see how the parents 
value both languages, and this is further explained in their answers to the question “[What is your 
opinion about the introduction of the Mozambican National Languages in the school system?]” They 
answered that the use of these languages “(1) facilitate learning; (2) promote respect for the language 
and the language users; (3) facilitate the learning of other languages; (4) promote understanding; (5) 
and encourage the children to work as language-brokers or interpreters between the school and the 
home.” (Ibid) 
These answers express concern to both survival and pride. In (2) there is an explicit concern 
about protecting and promoting the social status of the users of the national languages, which shows that 
the parents are concerned with pride, that they believe that there is a lack of respect, and that these 
languages are looked down upon. (4) could also be read in this way, if what is meant is the promotion of 
understanding between different cultural as linguistic groups. 
On the other hand we have (1) and (3) that expresses concern with survival. They both represent a 
reasoning wherein the national languages are being used as instruments towards acquiring new 
competencies that will be helpful in the future life of the child, and thus strengthens the means of 
survival of the child. 
 
To question 17 “[How important do you think it is to learn Portuguese?]” the parents answered that it 
was important “because it is the language used with outsiders or speakers of other languages; it is the 
language used in adult literacy development programs; it promotes better understanding; and it is a 
“permanent‟ language in Mozambique.” (Ibid). All these answers are concerned with survival. The two 
first reasons clearly states two scenarios where the subject needs the competence to speak Portuguese in 
order to deal with the situation sufficiently, and it is interesting to note how the first reason imply that 
Portuguese functions as a means to get in contact with people from other linguistic groups, that is to say 
that it is used outwards and not inwards. 
The last answer seems to suggest that with respect to all the languages in Mozambique, the most 
efficient means of communication is Portuguese, but it could be read as being concerned with pride too. 
As pride is defined above, the subject would choose the language of his/her roots in spite of social 
status, which doesn't seem to fit with Portuguese, if we can assume that Portuguese does not have a low 
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social status, but if we ignore this aspect for a second one could argue that since Portuguese is perceived 
as a ““permanent” language in Mozambique”, the parents could perceive Portuguese as part of their 
roots as Mozambicans. 
 
This analysis of the parents' answers has shown, that the parents are concerned with both survival and 
pride, when they on behalf of their children choose a national language. When they on the other hand 
choose Portuguese, they are concerned mostly with survival, but it could also be argued that they are 
concerned with pride. 
 
5.8 Teachers’	  responses	  -­‐	  The	  educated	  perspective	  
In the responses from the teachers it is clear that they approach the questions about mother tongue-based 
bilingual education from a professional perspective and some even present a political agenda in their 
responses. They base their arguments on educational knowledge about how the children learn and which 
rights they have to be taught in their mother tongue. Question 32 is an example of this: [Do you think 
your pupils should be encouraged to speak their mother tongues?] (Monjane Henriksen, 2010: 153) 
Where one teacher answered: “In addition to being an individual human right, they also learn more 
easily when the languages in use at school is one that they command” (Ibid) Another teacher argued 
along the same lines: “it facilitates understanding of the content or the subject matter.” (Ibid)  
The political agenda is expressed in the following responses that references to nationality and 
culture and stresses the importance of the bilingual program through these: “because we are 
Mozambican and therefore we have to speak and write in our languages” and “because the ‘traditional’ 
language is a part of the culture of a people.” (Ibid) Furthermore these answers express a patriotic 
sentiment that includes the national languages when talking about what it means to be Mozambican. 
 
5.9 The effect of bilingual education on the survival of the national languages 
To elaborate and further substantiate the claim that the implementation of bilingual education is a 
initiative for the maintenance of the national languages, we will now turn to the teachers' responses and 
examine these answers in order to shed light over the functional demarcation of the national languages 
as perceived by the teachers, and in effect how their survival as languages is improved. 
 
When asked question 37 “[What is your personal opinion about Mother Tongue Medium Instruction/is 
it beneficial or detrimental? Why?]” eight out of twelve teachers affirmed that it is entirely beneficial 
and one of these answers argued that “because the children speak the language of instruction correctly, 
 48 
then it becomes a key tool for the teaching and learning process.” (Monjane Henriksen: 154) This 
answer explicitly shows how bilingual education expands the functional fields of the indigenous 
languages by introducing it into the classroom as a “tool for the teaching and learning process”. Some 
of the teachers even suggest that in effect of this expansion to the school, their mother tongue will as 
well improve and be enhanced in other contexts, which we can see in the answer: “it helps the children 
a lot in communicating both at school and outside.” As well as in this next response, which implies that 
the functional fields of the national languages can be further extended to the church: “because the 
children will be able to read the bible at church.” (Ibid). Furthermore, one of the teachers state that 
bilingual education will nourish and nurture the speaker's linguistic skills in general, when she/he argues 
that “it enriches vocabulary.” 
It is interesting to take note of the fact that even though four teachers answered that bilingual 
education is detrimental none of them was as such opposing it. In fact two of them claimed that it was 
both detrimental and beneficial, because they liked the idea but they were of the opinion that the 
resources to properly conduct it are lacking: “there is a lot still to be done in what concerns teacher 
training and other problems.” (Ibid) This objection was also present in the third teacher's response 
while the fourth had another objection arguing that in order for bilingual education to “be more effective 
it needs to be followed by the promotion of L1's at all levels in the public sector and NGO's, similarly to 
what happens in South Africa.” (Ibid) For our purposes of this section, this objection is the most 
interesting, since it aims towards having the functional fields of the national languages extended to not 
only the institution of education, but to all public institutions. 
 
What the teachers' responses seem to suggest in general is that bilingual education expands the 
functional fields of the national languages to the schools, and in effect of this helps to further expand to 
even more contexts by enhancing the linguistic skills of the speakers. These factors indicate that the 
foundation on which the survival of the national languages depends is secure in effect of bilingual 
education. In connection to the pupils' linguistic identities, this means that the pupils who identify one 
of the national languages as their mother tongue will be able to put it into more and improved use in 
increasingly more contexts. 
5.10 Conclusion of the analysis 
Before entering the analysis of the questionnaires we considered how the implementation of the national 
languages in the education system, which before only functioned in Portuguese, is an indication of a 
different political approach to the languages in education. The new approach is to a higher extend based 
on the mother tongue-definitions of Origin and Identification, rather than the definitions of Function and 
Competence. 
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The first thing we conclude in the analysis is that Portuguese is generally viewed positively by the 
pupils. They see this language the language of the country and the education, and therefore add 
(practical) value to this. For some of the pupils, this is also their mother tongue, thus they attach family-
values and therefore positive feelings to them. Portuguese is seen as the language of education, and thus 
the languages of opportunity.      
The national languages are also viewed positively too by the rural kids - they associate these 
with their families, and thus add high value to the languages. A group of the urban pupils also view the 
national languages positive. When they are asked why, they most often answers in terms of them being 
practically to know. Another group of pupils think very negatively of them, since they see Portuguese as 
a higher status language, and therefore do not recognise the reason to know the national languages, since 
they do not need them in their everyday life. 
 
Due to the fact that the rural children are brought up with both Portuguese and an indigenous language, 
their linguistic identity consists of both languages. The children are aware of the fact that they shift 
between the languages according to the context that they are in, but as linguabrids they are not 
necessarily conscious of the politics of choosing one language instead of the other. 
 
After having thoroughly examined the attitudes of the pupils we shift focus on to the parents. By 
approaching the parents’ responses through the theory of opportunism we argue that the parents are 
concerned with both the aspects of Survival and Pride when they choose the bilingual program for their 
children. The parents who choose the monolingual program for their children, are mostly concerned 
with the aspect of Survival. 
Subsequently and finally we turn to the teachers responses. By examining how their responses 
indicate that the functional fields of the national languages are expanded because of the implementation 
of the national languages in the education system, we assert that the foundation of the national 
languages’ survival is secure and that this ensures to extend the contexts in which these languages can 
be used by their speakers. 
6 Discussion 
6.1 The presence of the indigenous languages    
First of all we want to discuss how the indigenous languages are present in Mozambique's educational 
system according to the information we have gathered throughout the report so far. 
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To conclude that they are in fact present is the easiest task, but then we can consider to what extent. The 
number of schools offering the bilingual program was expected to have increased from 81 in 2008 to 
200 schools in 2010. Although this means it has more than doubled in just 2 years, Mozambique’s 
population of 25.85 million inhabitants would still need many more bilingual schools if the aim is for 
every child and parent to have the opportunity to choose between the monolingual and the bilingual 
program. Furthermore, We can further question the presence of the indigenous languages if we consider 
that only 51 out of the 158 pupils, who attended the two rural schools offering the bilingual program, 
actually attended the bilingual program. This shows that it is only a minority of the pupils who are in 
fact instructed in the indigenous languages at the bilingual schools we know of. A further limitation of 
the bilingual program is that only 16 out of a total number of at least 20 indigenous languages in 
Mozambique are offered as language of instruction.  
Additionally, although the teachers are pleased with the aim of bilingual education, some of 
them evidently express a concern about the lack of material and teacher training which suggests that the 
presence of indigenous languages is not taken as seriously as is thus weak and insufficient. 
Another critical point to raise on the presence of the indigenous languages in the Mozambican 
educational system is the fact that it is being implemented through the transitional model. This model 
only allows the national language speaking pupil to have his/her mother tongue as language of 
instruction until fourth grade. After this the pupil has to continue his/her education in Portuguese. 
 
The beginning of a child’s path into education is ultimately determined by his/her parents. As 
mentioned in the analysis the parents choice of which language their child will study in is based on the 
factors of survival and pride. One could argue that the national languages could be further restricted as 
the factor of survival seems to motivate the parents to opt for Portuguese as the language of instruction. 
The factor of survival appears to prevail the factor of pride. This is supported by Anchimbe’s argument 
on functional demarcation, where the socio-economic achievements a language offers can make a 
speaker abandon even his/her mother tongue. From this statement one could question whether the 
support of vernacular instruction is threatened as the factor of survival seems to be dominant, that is to 
say the choice to opt for Portuguese instruction. To challenge this one can highlight the teachers’ 
promotion of bilingual education. They claim that in order to master the Portuguese language one must 
first study in ones own mother tongue. So bilingual education in fact caters for both factors, contrary to 
the traditional education system in Mozambique. This enthusiasm for the synthesis of the two factors of 
survival and pride in the bilingual program is displayed in the parents’ responses. Furthermore, this 
claim can help to explain why bilingual education has been so successful in terms of expansion. 
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We have now discussed the presence of the indigenous languages in the educational system in 
accordance with the information that we have gathered so far in the report. We can see that it is only a 
relatively small part of the population that is influenced by this form of education. The quality of the 
education is still suffering from insufficient training and curriculums which, according to some of the 
teachers, is detrimental. On the other hand the bilingual program is gaining popularity with the parents 
and teachers and this development may in turn find its presence in the majority of schools. 
6.2 The language question 
From this discussion we can move on to look at the two languages present in Mozambique, Portuguese 
and the national languages, and their relationships and significance to the Mozambicans. In other words, 
to look at ‘the language question’ by first understanding how Mozambicans identify with the different 
languages. As we learnt in the analysis there are many different attitudes towards the specific languages. 
These attitudes come to represent the underlying hidden linguistic hierarchy that we will base our 
discussion of decolonising initiatives on. 
 
To start with, we will turn to the role of Portuguese in post-colonial Mozambique. The Portuguese 
language in Mozambique goes back more than 500 years and the analysis evidently reflects this as many 
Mozambicans identify with the Portuguese language as the language of Mozambique. This claim is 
expressed most clearly in the following quote where a pupil states why she/he likes to learn Portuguese: 
“because I am proud to be Mozambican.” (Monjane Henriksen, 2010: 150). The findings were that 
many had a positive attitude towards Portuguese as the official language of Mozambique. They saw it as 
having a unifying function. This aspect is interesting as it supports the Nativisation theory’s argument 
that Portuguese has evolved to no longer be entirely exogenous but rather a language of Mozambique. 
As the Nativisation theory argues, the language of the former colonisers becomes relevant to the 
indigenous people as it naturally evolves to reflect their environment and culture. In the case of 
Mozambique, words from indigenous languages have been incorporated into the Portuguese language. 
In this sense, the Nativisation theory argues that Portuguese’s evolution in Mozambique has loosened 
the cultural ties to its former colonisers and created a specification of its own. 
 
If this specification actually does occur, then one could argue that Thiong'o’s theory on colonial 
alienation would not be applicable anymore, in any case not applicable to a very high degree, even 
though Portuguese has its roots in Portugal. Colonial alienation claims that the African child, that has to 
adapt to a European language will be alienated from itself. This is because the European language's 
imagery and whole frame of reference would have its center in Europe and not in the culture and 
environment of the child. But since nativisation claims that the speakers over time adapt the language to 
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their own world, colonial alienation will as well over time fade out. To elaborate, the first aspect of 
language as a carrier of culture, which is the product of a particular history for a specific people and its 
communication, could be interpreted to claim that Portuguese, which has been the means of 
communication in the struggle for independence and unity for the Mozambicans, has a history that 
partially has produced the Mozambican culture. If this can be accepted, one could further argue that 
consequently the three aspects of language as communication will harmonise for the speakers with 
Mozambican Portuguese as their mother tongue. 
 
On the contrary, the very basis of Thiong’o’s theory is the argument that the colonisers consequently 
caused the alienation of the indigenous people. They annihilated the indigenous peoples belief in their 
own culture. If one argues for what has been mentioned in the previous paragraph, this will imply that 
the colonial rulers were successful in presenting western traditions as, what the indigenous people might 
have seen as a remedy to overcome their inferiority complex, as western traditions become the ideal.  
In relation to this Thiong’o argues how language as a carrier of culture makes it inseparable 
from a community with specific characters, as these characters are hidden within the language. This 
ultimately argues that the nativisation of Portuguese is the cause of the extinction of specific 
Mozambican cultural traits that the national languages carry. Instead Portuguese carries cultural traits 
from Portugal. On the other hand, nativisation could be a way of preserving some traits as Portuguese 
words are replaced with indigenous words. 
 
With this discussion in mind, looking back to our findings in the analysis, it suggested that Portuguese is 
more useful in society than the national languages. This is as the language of education and opportunity 
which suggests that although Portuguese is being nativised it will still continue to uphold a colonial 
hierarchy. A colonial hierarchy in the sense that Portuguese has come to represent western values as 
having an abundance of advantages for ones way of life. This is further emphasised in the section on 
decolonisation where it is stressed how the Portuguese language opens doors to a network of 
opportunities, that is to say CPLP in the lusophone world. Thus Portuguese is given a preference, in 
terms of socio-economic progress. This could give rise to inferiority complexes in the speakers of the 
national languages. 
 
6.3 Rural colonisation 
In the following we will discuss whether these inferiority complexes can cause the speakers of the 
national languages to be alienated to the degree that the Portuguese speaking centers of Mozambique 
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(urban areas) could be said to colonise the peripheral non-Portuguese speaking communities (rural 
areas). 
 
We are basing this claim on Thiong’o’s three aspects of language as communication. If we only 
consider the pupils from rural monolingual schools we can say that they most likely speak a national 
language at home. In other words, the first (language of real life) and partially the second (speech) 
aspect of language as communication is carried out in the national language. Portuguese, which is the 
language they learn to read and write in and which they are instructed in at school, is the only medium 
wherein the third (written) aspect of language as communication is carried out. If we assume that 
Portuguese is being nativised by speakers with Portuguese as their mother tongue, one could argue that 
the reality of the urban areas is foreign to the rural community. This situation will create what Thiong’o 
would call disharmony in the three aspects of language as communication. This is because the third and 
partially the second aspect of language as communication has to be carried out from an early age in a 
language that could be claimed to have its center elsewhere than the child’s own reality. 
 
To further substantiate this reasoning we will turn to a criticism of the Transitional Model. As explained 
above, the function of the mother tongue is to facilitate a transition into Portuguese which means that 
the mother tongue will be phased out in the 7th grade. The criticism claims that the Transitional Model 
is turning the mother tongue into a mere instrument with the fixed aim to reach competence in the 
favoured language, that is Portuguese. If one would take this criticism even further, one could claim that 
the transitional model is an institutional reproduction of the linguistic hierarchy as it is inherited from 
the colonial age. One of the teachers responses can be said to be in line with this criticism when she/he 
judges the transitional model to be detrimental because it should be present at all institutional levels by 
stating: “[in order to] be more effective it needs to be followed by the promotion of L1's at all levels in 
the public sector and NGO's, similarly to what happens in South Africa.” (Monjane Henriksen, 2010: 
154). 
 
So if one can accept these remarks about how Mozambican Portuguese is alien in nature to the rural 
pupils, and furthermore about the institutional reproduction of the linguistic hierarchy, then it seems as 
if the urban areas are in a way colonising the rural areas by systematically perpetuating the supremacy 
of one region’s language over anothers. 
6.4 Mother	  tongue	  in	  education	  
When summarising the role of the Portuguese language in Mozambique, with the argument of 
nativisation in mind, it could make one question the future of the national languages. As Portuguese 
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seems to carry the most dominant functions of society, one could claim that national languages are 
losing their importance. This raises the question of whether it is a negative process that linguistic 
diversity is gradually disappearing? And at what cost? 
 
In order to investigate this we will argue for why the national languages are still relevant and we will 
further predict the consequences of the extinction of a national language. 
 
Basing the argument on the notion of language being a carrier of culture, one can argue that the 
extinction of a national language means the loss of a culture. As Thiong’o’s three aspects of language as 
the carrier of culture suggest, every language carries the imagery of a particular culture. The loss of the 
language will thus mean that they are no longer able to express their culture. Also these communities 
will lose the link tying them together, which is their particular language reflecting their environment. 
 
To this we want to draw attention to two quotes from the analysis made by teachers in the rural area. In 
response to the question: [Do you think your pupils should be encouraged to speak their mother 
tongues?] (Monjane Henriksen, 2010: 153) two teachers answered: “[yes] because we are Mozambican 
and therefore we have to speak and write in our languages” and “because the ‘traditional’ language is 
a part of the culture of a people.” (Monjane Henriksen, 2010: 153).   
In other words the quotes are stating that as a Mozambican you should practise a national language. This 
mentality supports the argument of preserving the national languages which would maintain linguistic 
diversity in Mozambique. The quotes also support the previous notion of the loss of a particular 
language, meaning the loss of particular culture. 
 
This leads us to look closer at the role of education. From the quote we can argue that the teachers 
believe it to be important that the pupils are encouraged to speak their mother tongue in educational 
settings. One could interpret the claim of this importance as a counter act of the process of national 
languages losing relevance. In this sense education can be seen as a tool to determine the language 
situation in a country and can take on the role of having a preserving function of the national languages.  
This ties in with the notion of the mother tongue being a political matter as well as a matter of 
cost, as mentioned in the theory of mother tongue. According to Skutnabb-Kangas the definitions of 
mother tongue with the criterion of function and competence are commonly used within educational 
politics. Therefore, in order for the indigenous people to get their mother tongue of origin and 
identification accepted by the authorities they have to have competence in the national language. Not 
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having competence in one's mother tongue makes it more difficult to demand linguistic rights, as it is 
not an economical priority, politically. 
This relates to education as a tool to determine the language situation of a country. As stated in 
the theoretical framework “The lack of use leads to lack of competence” (Skutnabb-Kangas, 2000: 109), 
which implies that to prevent the lack of competence one needs to enhance the use of one’s mother 
tongue. On that note, this is where implementation of mother tongue in education can contribute to the 
function and the competence of one’s mother tongue and can thus strengthen the positions of the 
speakers of the language. 
 
From this we can conclude that the national languages are, like Portuguese, also highly valued and 
according to the teachers, to some extent almost essential to what it means to be a Mozambican. The 
national language are thus not valued for a socio-economic benefit as Portuguese, but for traditional 
reasons. The cruciality of preserving and practicing the national languages is hence for them being part 
of the national cultural heritage and as a linguistic right for its speakers. This is where education can 
play a significant role for the utility of the language.  
 
6.5 Is it a decolonising initiative?  
The discussion above is not able to provide us with a unanimous conclusion to our working question: 
How can the presence of indigenous languages in Mozambique’s educational system be considered a 
decolonising initiative, which we hope the reader as well has picked up in the course of the discussion. 
On the one hand, we have two arguments that question the idea that mother tongue-based bilingual 
education is decolonising.  
 
The argument that is most opposed to attribute decolonisation to bilingual education is the points put 
forth by the criticism which argues that the bilingual education is carried out through the transitional 
model with the sole aim to provide sufficient competence in Portuguese. According to this argument the 
transitional model does in fact colonise the rural areas by systematically perpetuating the supremacy of 
one region’s language over another’s. 
 
Secondly we conclude that the presence of the national languages within the educational system is very 
limited in relation to their presence, to resources and to representation of all the national languages. So 
if bilingual education would be considered decolonising, it would do so while excluding some national 
languages and the effect of this would be small in comparison to the size of Mozambique’s population. 
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On the other hand, there is still a linguistic hierarchy that favors Portuguese as the language of 
opportunity and even though the Transitional model has Portuguese competence as its goal, the very fact 
that the national languages are put into use in the schools means that they are being institutionalised. 
This is preserving and socially, as well as politically promoting the national languages. Also the fact 
that pupils with national languages as a mother tongue start with mother tongue-based education 
supports Thiong’o’s claim that in order to avoid inferiority complexes the child has to start her/his 
education by taking point of departure in oneself and one’s own environment. 
 
As a final remark on this discussion, we want to point out that if one can accept bilingual education as a 
step closer to the breaking of the linguistic hierarchy inherited from the colonial era, in spite of its 
limitations and in comparison with the monolingual education, then it can be considered to be a 
decolonising initiative. 
7 Conclusion  
When reading the conclusion of the project, one must keep the problem formulation in mind:  
 How does the presence of indigenous languages in a traditionally Portuguese instructed 
education system affect the pupils’ linguistic identity in post-colonial Mozambique? 
 
In order to approach the question of how linguistic identity is influenced, we have first looked into what 
linguistic identity consists of through Anchimbe’s and Skutnabb-Kanga’s theories.  
We applied these concepts to the analysis of the parents’ responses and concluded that the 
bilingual program can offer an education that covers the parents’ concerns of survival as well as pride. 
  The pupils of the rural schools are faced with several languages every day. Generally the pupils 
do not think about the underlying reason for the choice of language and hence they switch 
subconsciously from one language to another. Therefore these children fall under the category of 
linguabridity. However, some pupils expressed a conscious reason for the choice of language which can 
be explained by the fact that linguabridity does not specify any age limit. Therefore, some of the pupils 
might be too grown-up to be categorised as linguabrids. We nevertheless argue that the pupils generally 
fall under this category.  
 
In our analysis of the questionnaires we detected several times that the teachers and parents displayed 
enthusiasm for bilingual education. This enthusiasm originated in the belief that bilingual education 
socially and politically promotes the national languages of Mozambique and therefore simultaneously 
strengthens the status of the speakers, such as rural linguabrids. We could conclude the same, when we 
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approached bilingual education with the theory on mother tongue and on the functional demarcation of 
languages. This conclusion rests on the grounds that bilingual education expands the functional fields of 
the national languages as well as it improves competence in them. 
 
The children of the urban schools are monolingual Portuguese speaking pupils. When we in the analysis 
compared their answers to the pupils of the rural school we saw that the pupils actually, to a large 
extent, shared attitudes towards the different languages present in postcolonial Mozambique. This is 
seen in the positive attitudes towards Portuguese by the pupils from both the rural and the urban 
schools. However, what separated a group of the urban pupils from the rest, was that they viewed the 
national languages very negatively. To detect why, we turned our focus to the view on Portuguese. 
 
Portuguese is generally viewed as the language of education and thus the language of opportunity. The 
reason for this can be found in the fact that the educational system in Mozambique was founded by the 
Portuguese colonisers and therefore the sole medium of instruction was Portuguese. This created a 
discourse in society which valued Portuguese higher than the national languages since the ones who 
spoke Portuguese naturally were the ones with the opportunity to be educated. This perception of 
Portuguese is still present which is evident in the answers of the pupils which explains why some of the 
pupils do not add value to the indigenous languages since they view them as dispensable. Additionally, 
this social stratification of languages caused by an exogenous language can produce colonial alienation 
in the colonised subjects, according to Thiong’o. 
 
To be more precise, what we conclude from the analysis is that we find that the presence of the 
indigenous languages does have an affect on the pupils linguistic identity. The fact that the languages 
are being institutionalised promotes the languages and gives them a status and purpose within society 
and thus preserves the competence in the tongue and enhances its importance. Also it brings harmony 
between the three aspects of language as a means of communication, which is one way to avoid colonial 
alienation for the child to be able to take point of departure in his/her own self. The fact that they are 
linguabrids means that their attitudes towards the languages ground in practical reasons. Thus they 
function in both languages without being aware of the underlying politics between the languages. That 
leads us to another aspect to highlight which is that even though the indigenous languages are now 
present in the educational system, we still detect Portuguese to be promoted as the language of 
opportunity.  
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This lead us to the discussion of whether the implementation of the national languages in the 
educational system can be seen as a decolonising initiative. If decolonisation is understood as the 
breaking of all bonds with the former colonial power (including the language), the implementation of 
national languages in the educational system can be seen as an indicator of decolonisation. 
On the other hand, if we look at the Transitional model it can be argued that the sole aim of this 
model is to make a smooth transition from the national language into Portuguese as the sole medium of 
instruction in education. If this is the case, the grounds for viewing bilingual education as a decolonising 
initiative fall flat, since the premise of this is to break the attitudes inherited from the colonial period, 
which will not be the case if the goal is to ensure the future generations’ competences in Portuguese. 
 
In continuance of this, another argument put forward is that the urban areas are linguistically colonising 
the rural areas. This is meant in the sense that Portuguese is the mother tongue of approximately 90% of 
the population in the urban areas. On the other hand, the vast majority of the population in the rural 
areas have a national language as their mother tongue, and in fact a large percentage do not even speak 
Portuguese. If we are to follow the lines of the aforementioned argument, the Transitional model is 
contributing to the maintenance of Portuguese as the language of education and thus a superior 
language. Therefore one could argue, that the rural areas are being colonised by the urban areas in the 
sense that the language of the urban areas (Portuguese) is being enforced in the rural areas. 
 
Conclusively, one can say that even if there is still a linguistic hierarchy which favors Portuguese in the 
educational system, the fact that the national languages are now used as mediums of instruction in the 
educational system means that they are given a new dimension and thus they are being promoted. If one 
can accept this understanding of the national languages in the educational system, it must be viewed as a 
step closer to the breaking of the linguistic hierarchy inherited from the colonial era, and therefore the 
implementation of national languages in the educational system can been seen as a decolonising 
initiative. If this is the case, it can be said that the influence caused by the implementation of the 
indigenous languages on the linguistic identity of the pupils is decolonising in its nature.  
On the other hand we also recognise the transitional model as a means to maintain the dominant 
role of Portuguese within Mozambican society. Therefore we can not come with one single conclusion 
as it becomes a matter of opinion and estimation of how to interpret the bilingual initiative. Looking 
only with theoretical glasses on, we see that it is in fact a step towards breaking colonial attitudes as it, 
during the first years of education, does contribute to a more harmonious relationship between the three 
aspects of language as communication and thus contributes to the avoidance of colonial alienation in 
comparison to monolingual schools. We can thus conclude that it is a rather paradoxical step, as this is 
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not the motivation behind the transitional model but use of vernacular instruction is for the pupil to 
succeed in the Portuguese speaking world. This fact weighs for the argument of the continuance of 
colonial ties and its supremacy and thus our conclusion remains ambivalent.  
8 General Perspective 
Through the making of this project report we have caught ourselves numerous times in discussions that 
revolved around the fundamental concepts used in this project report. Concepts that we thought were 
obvious in their meanings surprisingly showed us how we interpreted them differently. The concepts in 
are for example: mother tongue, decolonisation, nation and culture, which we now consider to be single 
research topics in their own right, and which we are curious to investigate more, in spite of having 
already spent countless of hours on them.  
Take for example decolonisation. Many questions arise when one simply scratches the very 
surface: How politically loaded is it? Who is to say when decolonisation occurs - the colonisers or the 
colonised? What indicates decolonisation? In spite of how much time one spends on researching, one 
can quickly come to feel like the word is slipping through one’s fingers. 
 
This is in part the reason why we chose not to include globalisation as much as we actually felt it needed 
to be included. When we first encountered how scholars have investigated how globalisation influences 
postcolonial countries like Mozambique, we were very curious and eager to include it. However, we 
later figured that it was too complex for us to research along with all the other big topics we were 
struggling with. In any case, it would be very relevant to conduct a research report on globalisation and 
its role in neo-colonialism in order to elaborate on the global factors that has influence on the linguistic 
identity of a subject. 
 
Another research problem that has occurred to us as being of great relevance in connection to our 
ambivalent conclusion would of course be to investigate the transitional model as a proper model for 
education in greater depth. This would be in order to examine and question the claim that the 
transitional model in Mozambique is institutionalising the reproduction of the linguistic hierarchy as it 
is inherited from the colonial period. 
 
A major limitation that we have faced in the course of writing this project report, as mentioned in the 
methodology, has been our material, the questionnaires. On the one hand they have provided us with a 
great deal of specific information that helped us to narrow down our scope from the broad to the more 
local, but on the other hand it has been at the cost of being able to say something about the whole of 
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Mozambique. For a study in line with ours we would suggest to retrieve data from other provinces of 
Mozambique than Maputo province, in order to supplement and further discuss the findings of this 
project report.  
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10 Appendix	  
 
10.1 Progression	  Course	  Exam	  
From the beginning stage of our project we have been interested in the general fields of 
decolonisation, linguistics and education. We have managed to fuse these large concepts together to 
find a problem which we have found both fascinating and challenging: How does the presence of 
indigenous languages in a traditionally Portuguese speaking education system affect the pupils’ 
linguistic identity in post-colonial Mozambique? 
 
We aimed to gain insight into this large research question by focusing on, and studying more 
specifically, three schools in Mozambique. We study the attitudes towards languages in these three 
schools and through this understanding we hoped to gain a broader idea of attitudes towards 
language throughout the country. We apply theoretical and historical framework to analyse these 
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attitudes and in this way we gain insight into larger fields such as: theories on identity, history of 
colonisation and problems revolved around decolonisation. In these two ways our project lends 
itself well to the theory of Exemplary Learning termed by Oskar Negt (Olsen and Pedersen, 2008: 
15). So, although our project is, in essence, confined it is able to open doors to larger concepts and 
issues. 
 
Our motivations for the project have been, in many ways, personal as we have different connections 
to former colonial countries. For this reason we found ourselves very interested and passionate 
about the topic which may have been our most significant strength as a group. We often found 
ourselves conversing and problem solving outside of academic settings. This energy meant that we 
all wanted to work hard beyond any obligatory force.  
 
In the commencement of our project we were very optimistic and took it upon ourselves to solve the 
worlds problems. We had decided to be consultants and were sure that after much hard work we 
would be able to solve intricate issues within our fused field. Our supervisor quickly brought us 
down to earth and at this point our problem formulation process realistically begun. 
We took our initial, ambitious problem and approached it from the two perspectives presented in 
the workbook page 35:  
• Definitions of concepts 
• Hypothesis or structuring questions  
We discussed and explored various definitions, eliminated ambiguous terms and simplified others. 
Thereafter we had a comprehensive and slightly more specific problem from which we individually 
wrote predicted conclusions. We then talked about what we had written and realised we had 
different directions. This prompted much discussion which resulted in an aligned problem definition 
with a starting point, predicted destination and research questions to guide us through the project. 
We believe this stage covers the first phase as stated in the workbook as: ‘’Analytical work and 
creativity are used to generate ideas and research problems’’ (Olsen and Pedersen, 2008: 41).  In 
the next phase, which is explained as the phase, where the group documents, explores and specify 
the problem formulation, we met a large brick wall. We could no longer proceed with our problem 
definition, as it were, because we could not obtain the required material. We therefore had to 
reformulate our problem formulation once again, though this time it proved to be much easier. The 
next phase of the problem formulation process: ‘’[...] the problem formulation is analysed and 
further clarified at the same time as the group begins to draw its conclusion’’ (Ibid), took place in 
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the last week of our project work which we now realise is not bad but necessary to ensure complete 
relevance. Although we often felt frustrated, we can see the process leading up to the final problem 
formulation was logical and necessary.  
 
While gathering different sources we started with big titles such as Frantz Fanon and Bourdieu 
simply because we knew they were relevant scholars. We dove straight into their theories and ideas 
and spent time writing research papers and really trying to tackle the big theories. In this way we 
were able to realise how large terms such as 'decolonisation' and 'identity' were. This greatly aided 
us in simplifying our project formulation because we now knew what the fields more or less 
entailed and which aspects of them we required in our project. In doing so were able to find more 
specific literature as well as choose theories and theorists we believed were more in our depth. 
 
Initially we aimed to analyse the education policies in Mozambique however we struggled to find 
these policies. We emailed organisations and other contacts we had in Mozambique hoping they 
would be able to help us. When one would reply saying they could not, we would approach the 
next. We now admit that we should have accepted that the information did not exist much earlier in 
this process as we lost a great deal of time. 
 
We used the RUC library to obtain most of our material. We organised a meeting with a librarian 
who taught us how exactly the library could be of use to us. Our counter supervisor was also very 
helpful in suggesting literature as she told us about a PhD thesis which had been written by a former 
RUC student. An excerpt from the PhD ended up being a primary source as we obtained the 
interviews from her research. Because we found this PhD so useful, we often used other student 
reports to gain insight into layout, referencing etc. which for our first project proved to be of great 
help. In terms of using the Internet as a source it has proved to be both possible and confusing. 
Some of our group members found it challenging to understand which sources from the internet 
were reliable and which were not. In general we tried to use books as our main sources and 
attempted to use the internet as a direct source as little as possible 
 
Group meetings 
Our group scheduled two meetings a week, Mondays and Wednesdays. These meetings were 
conducted using the template of an agenda. During every meeting a ‘secretary’ was chosen who 
would take minutes for the meeting. These minutes were available in a shared Google docs file. In 
this file we also shared our actual project work which meant all work was transparent and 
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everybody would be kept in the loop. Apart from scheduled meetings we organised working days 
where we would spend whole days together, these were generally very productive. Members of the 
group were punctual and present at most meetings.  
In the beginning days of the project we designated roles to each person in the group. These 
included: Grammar master, Layout master, Coherency master, Reference master etc. who were in 
charge of ensuring these aspects were attended to. One group member often initiated different 
exercises for the group when we reached frustrating corners of the project. These were very helpful 
and often managed to guide us out of the dark.  
We arranged about 6 meetings with our supervisor. During one point of our project we were 
completely frustrated and were almost ready to change direction, but once we sought help from our 
supervisor it was given, and things could continue swimmingly.  
We found ourselves reading and gaining new knowledge but found it difficult to actually 
start writing. Our working papers were few and often found to be irrelevant which at times was 
daunting, however the more we wrote the easier it became. We divided our group into sub-groups 
throughout the project while at the same time making sure that we were communicating with every 
person in the group, so that everybody would have a say in every aspect of the project. Our group 
solved most disagreements through long discussions. 
 
The Seminars 
When giving feedback we kept in mind the idea of the “hamburger”: to begin with positive 
feedback, follow with constructive feedback and then finish with positive feedback. We tried to use 
the feedback given to us as well as we could, during meetings we took minutes which we discussed 
during the meeting to follow. The seminars in general were useful for us to work up to something, 
and to keep us on track. 
The Problem Definition seminar: This seminar brought us down to earth. It pointed out ambiguity 
in our project and furthermore reminded us that we are not consultants. While evaluating the 
opponent groups problem definition we were able to draw parallels to our own. This facilitated us to 
view our own definition more critically. 
The Midterm Seminar: This seminar was very good as we were well prepared. Our preparation for 
the seminar helped us to imagine what the actual exam might be like as we allocated different topics 
to each member of the group. The seminar prompted us to create a calendar which gave us a clearer 
idea of where we were going. We felt that the feedback from this seminar motivated us to keep 
going in the same direction, which was comforting.   
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Academic Writing 
As a group we all feel we have developed our academic writing styles. We have learnt to write 
more formally and also more precisely. We have found that precision in writing is key to 
communicate key concepts that may get lost if one babbles or beats around the bush. We have also 
learnt that we cannot just loosely throw statements and arguments around. The information we use 
needs to be substantiated, by using theories or historical facts.  
 
It could have been useful for us to follow the 'four kinds of writing' tips presented in the workbook: 
Proposals, Summaries, Notes and Research Papers (Olsen og Pedersen, 2008: 79-82). This was 
probably one of our weaknesses as we often jumped straight into Research Papers. Through writing 
research papers we still gained background knowledge and realised which ways not to go, however 
had we rather written proposals for sections or summaries of books we may have been able to sift 
irrelevant information and direction at an earlier stage. Our biggest challenge with our academic 
writing was definitely referencing. We paid much attention to this aspect and were well aware of 
the dangers of plagiarism. Our difficulty was knowing exactly what to reference, when it was 
necessary or not. It was difficult to know when something was an obvious fact and whether it 
needed referencing and in addition how to avoid referencing after every sentence. 
All our group members are comfortable at writing in English so this was not a major issue for the 
group though of course there is always room for improvement. 
 
All in all, we have had a good first project experience. We all had individual challenges and as a 
group we have had challenges too. Hopefully we will be able to recognise these challenges and 
attempt to approach them in alternative ways in our future projects.  
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